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CHAPTER I 
THE RESEARCH PROBLEM 
The recent interest in strengthening the curriculum in our 
high schools as a result of Dr. Conant's excellent study of the 
American High SChool (1$) has had a far-reaching effect on the 
curriculum ot the elementary school as well. A recent nation-
wide survey shows that a record of 750,000 pupils are studying 
foreign languages in the elementary grades. Some 500 school 
systems in every part ot the United States have introduced 
classes in various languages. !he most popular are Spanish, 
French, and German in that order. During the past few Jears a 
number of Massachusetts school systema have developed outstand-
ing instructional programs in French for the elementary grades. 
Believing that such programs should be made available to more 
schools despite the crucial shortage ot teachers fluent in a 
second language, and convinced that television provides an ex-
cellent medium, The Massachusetts Council tor Public Schools in 
collaboration with educational. leaders haa developed "Parlons 
Pran~ais." It is a three-year program of French tor the upper 
.elementary school grades. !he program is part of "The 21 Inch 
Classroom" of the Eastern Kassachusetts Executive Committee for 
School Television broadcast bJ WGBH-!V, Channel 2, Boston. Ap-
proximately 4000 classes in more than lSO communities in Massa-
chusetts, Connecticut, New Hampshire, and Rhode Island are par-
ticipating in the project. 
The series for the first year consists of sixty televised 
French lessons each 15 minutes long and broadcast twice weekly 
from the 29th of September, 1959 to June 3, 1960. A weekly, 
late afternoon, thirty-minute television program for classroom 
teachers: familiarizes them with the content and aims of each 
w.eek' a programs: for the children. It demonstrates how effec-
tive use of them may be made, provides insights into the 
philosophy and methods of learning French in the grades, and 
offers basic drill to refresh the teachers' previous knowledge 
or to develop a familiarity with the new material. 
Purpose of the Study 
The purpose of this experimental study is to appraise the 
effectiveness of the teacher-training program by investigating 
certain of its effects- on the skill developed by children. 
Briefly, the fluency of the teacher, the transfer effect of the 
teacher programs, and the kind of practice engaged in were in-
vestigated in relationship to the progress made by the children 
in learning French. Forty classes of fourth grade children 
were selected with intelligence, bilinguality, and major socio-
economic differences controlled. Classes were selected from 
suburban communities in the Boston Metropolitan area having 
similar occupational and income distributions. The classes 
were assigned to one of eight categories in a 2X2X2 analysis of 
variance design. The independent variables consisted of two 
variations each of instruction, practice, and teacher fluency 
in French. 
The two variations or instruction were television training 
ot teacher by means or weekl7 programs versus no teacher 
training by television. The two variations of practice experi-
enced by the pupils were first, teacher-prepared and directed 
practice and second, recorded tapes ot the audio portion ot the 
television programs. The two variations or prior teacher 
training in French were those judged fluent in pronunciation 
and usage and those judged to be non-fluent on the basis ot 
oral tests. 
Importance ot the FLES (Foreign Language in 
the ElementarJ.Schools) Movement 
In describing the objectives ot the FLES program, Thompson 
(59, p. 3) states that the program considers language as a means 
ot communication between people in real situations. It con-
siders language learning a unique opportunity to develop sensi-
tivity to other cultures and to create mutual understanding and 
respect; and it considers language learning an experience which 
develops creative imagination, poaitive attitudes and values, 
taste, and discrimination. 
In discussing some ot the basic issues involved in the 
learning or a second language during childhood, a team of ex-
perts including Dr. Penfield ot the Montreal Neurological Insti-
tute agreed that the optimum age tor beginning the continuous 
learning or a second language seems to tall within the span or 
ages from tour through eight with superior performance to be 
expected at ages eight, nine, and ten (~3, p. 4>. In this 
early period the brain seems to have the greatest plasticit7 and 
specialized capacity needed tor acquiring speech. This special-
ized capacity includes the ability to mimic speech accurately 
and to manipulate language patterns easily. Furthermore, the 
young child enjoys language experience. He is ready to learn, 
to listen, to communicate in pla7tul and dramatic situations. 
The second language spoken and enacted will make him aware ot 
other peoples, broaden his outlook, and facilitate the acquisi-
tion ot a second langua:ge at a later and .hightl';· level. 
Hildreth (34, P• 138) states that b7 the age of twelve, a 
child's powers ot.abstract reasoning become significant in his 
learning. He tends to seek reasons, to_classity things in ra-
tional ways instead of accepting new impressions unquestionably. 
This affects his ability to assimilate new language symbols 
quickly. Furthermore, speech habits once established resist 
change. Then the tact that the older child knows how to read 
his own language attects his learning, tor he tends to think 
ot language from an anal,tical approach, as words strung to-
gether to torm sentences. 
Language experts agree that the initial stages of learning 
ot a foreign language must have its tocus on the. aural-oral 
approach. O'Connor and Twaddell (SO, p. 4> describe this oral 
approach in language teaching. The child learns through prac-
tice, correction, practice. He goes through stages of recogni-
tion, tmitation, repetition, variation, and selection. The child 
hears a word, phrase, or sentence. Perception is followed by 
recognition ot meaning either tram memory or situational context. 
T.he Child gradually learns to identity parts ot new utterances 
as being related to words previously experienced. Through imi-
tation ot a model, the child produces what he has adequately 
recognized. The repetition ot a aeaningtul utterance is now 
guided by his own memory rather than as an echo ot an outside 
aodel. As the child establishes this habit he is guided to prac-
tice selecting the proper utterance to use in a particular situa-
tion to express a particular idea. 
Language lpecialists are aware ot the tremendous amount ot 
practice needed to make these recognitions, variations, and se-
lections truly automatic and functional. This is eapeciallJ 
necessary when a foreign language habit ditters structurally 
tram a conflicting eatablished language habit. Teaching foreign 
languages in the elementary grades enables the teacher to pro-
vide the children with this intensive oral practice in the begin-
ning stages ot foreign language habit tor.ation. 
There has been a rapid expansion ot foreign language pro-
grams at the elementary school level in the post-war years. 
The typical pattern followed has come to be known as the FLES 
program, in which a specialist in a civen modern language aci;s 
aa an auxiliary teacher ot the foreign language ot a given grade 
level in the ele.entary school. The limited number ot teachers 
skilled in both pedagogy and a foreign language has been a limit• 
1ng factor in the development ot such programs. 
The use of television aakes it possible to provide a much 
larger number of children with an ideal model, a native French 
teacher with excellent accent. "Parlons Frangais" was fortunate 
in having a skilled teacher with several 7ears experience teach-
ing French by television for the Schenectady Public Schools. 
The support of the Ford Foundation permitted productions of ex-
cellent technical and educational quality. 
Television provides mixed blessings, however. Although it 
brings excellent instruction to a much greater number of chil-
dren, two major difficulties occur. The first is the inability 
to adapt to individual-differences, the second is the detach-
ment of the television teacher from the learner. Follow-up 
activity and adaptation to individual differences necessarily 
fall to the individual classroom teacher. It is in relation 
to questions associated with these problems that this stud7 
arises. 
Justification or the Problem 
Several sources may be cited to e~lain the importance of 
a study of this nature. Prom a committee representing teachers 
or foreign languages <44, p. 32): 
Projects on this scale are vitally needed in the field 
ot modern foreign language teaching: projects to develop 
instructional materials, to train or retrain teachers, 
and to provide means ot putting new curricula to the test 
ot practice. We are confident that major progress will 
be made directly or indirectly under provisions of the 
National Defense Act, both through institutes tor teacher 
training and research and developmental projects. 
From a report ot a teacher survey ot various element&r7 
school toreign language programs (S8, p. 2$): "It might be 
mentioned that such research studies concerned with evaluating 
results of the elementary foreign language instruction in terms 
or the stated goals or purposes were not evident in the programs 
visited." 
The Modern Language Association <44, p. 51) also cites the 
need tor more evaluative criteria in a recent report. It states: 
Language learning in the 'New Ke~' as defined by the 
Modern Language Association finds us without suitable 
tests as well as without suitable materials. To chart 
the students' progress through learnings proposed 1n 
the 'New Key' we are especiall~ in need of new stand-
ards of measurement, not only for use by language 
teachers but also by Administration that often has no 
other way of estimating progress in a given course, 
and in addition by other schools and colleges to which 
our students go as they continue their studies. The 
psychology of language learning suggests that good 
tests can be the constant ally of the learning. This 
is an additional and most important reason for having 
more tests of the right kind. 
The statements previously quoted merely serve as repre-
sentative samples or the numerous recommendations tor test de-
velopment, research, and evaluation in the elementarr school 
foreign language programs. Obviously, there is a great need 
tor evaluating the various teaching methods and refining tech-
niques of instruction, practice, and follow-up in this com-
paratively new field. 
In summary, a number of critical concerns justify this 
research: the lack of research in the teaching or foreign 
languages, particularly at the elementary school level; the 
crucial problem posed by using television as the basic medium 
of instructing the children and training the teachers; the 
7! 
uncertainty regarding the value of various kinds of practice and 
follow-up activities; and finally, the lack of information as to 
the feasibility of untrained classroom teachers doing the follow-
up work. 
CHAPTER II 
REVIEW OF RELA'lED RESEARCH 
From its early childhood in 1918, the audio-visual move-
ment baa been rooted in a history of research. This research 
has been largely one of support by grants from agencies, phil-
anthropic funds, and the military services. Significant studies 
have been made by students seeking degrees in higher universi-
ties, but the burden has been carried by the •ajor film and 
television research programs. 
A description of these programs and the part they played 
in the development of a body of generalizations relating to 
audio-visual communication have been capably summarized by 
Hoban and Van O~er (36) and Finn (2S). Since that time the 
Fitty-third Yearbook ot the National Society for the Study of 
Education (31) and the Educational Policies Commission (48) 
treated the topic of mass media as it relates to education. 
In January of this year a very excellent review of research in 
the audio-visual communication field was published in the En-
-
cxclopedia 2t Educatton!l Research (1). Prepared by William 
H. Allen, it analyzed the audio-visual movement from ita be-
ginning in 1904 with the St. Louis Educational Museum to 19$8 
when an estimated twenty million dollars was spent during the 
year on audio-visual materials, equipment, and services, ex-
clusive of salaries. 
9 
Motion Pictures 
Until the more recent research in educational television, 
the major research effort in the audio-visual field has been 
with educational ti1ms. This research haa been reviewed in de-
tail by Hoban and Van Ormer (36) and other useful reviews or 
research have been published from ·time to time (3, 16, 55). 
Knowledge !! Facta.--The evidence clearly supports the 
conclusion that films can teach tactual information effectively 
over a wide range or subject matter content, age ranges, abili-
ties, and conditions of use. This tactual learning, however, 
tends to be rather specific to the information communicated by 
the film. 
Interest, Attitudes, and Opinions.--oonsiderable research 
has been done in the area or interests, attitudes, and opinions 
as modified by films. In general, it might be concluded that 
films can modify interests, attitudes, and opinions it they are 
designed to stimulate or reinforce existing beliefs or the 
audience. There is, however, little evidence that films can 
make changes it they are contrary to the existing beliefs, 
personality structure, or social environment of the individual 
in the audience. 
There is no evidence that a fila is superior to other media 
ot communication in influencing general attitudes. The effect 
ot films appears to be specific. It appears also that the 
cumulative effect ot more than one film on the same theme may 
be needed tor any lasting attitudinal changes or reinforcements 
]Q 
to take place (1). 
Ettects in Regard !2 Motivat1on.--The research with audio-
visual materials indicates that introductions to instructional 
material should provide a favorable motivational set and in-
crease the learning. The following conclusions appear to be 
justified at the present time: 
a. More ta.ctual learning takes p1ace when teacher 
introductions and class preparations are made. 
b. Teacher introductions are about equal in effective-
ness to follow-up ot materials. 
c. Introductions have a general motivating effect on 
all material covered but a greater effect on the 
parts specifically covered. 
Filmstrips and Slides 
On the basis of their review of the research on filmstrips 
and slides, Hoban and Van Ormer (36) concluded that the superi-
ority of the motion picture probably resulted from the greater 
adaptability of movies tor portraying interacting events, 
whereas the superiority of the filmstrip was probably due to 
the slower rate or development used in the actual presenta-
tion of the filmstrip to the audience. 
Effects in Relation~ Audience Participation.--Student 
participation techniques have been studied more than any other 
variable in audio-visual use. Allen {1, p. 136) states the 
following general conclusions: 
a. Greatly increased learning from a film results 
when there is l,earner participation. 
b. Increased learning results from the overt 
verbalization ot responses. 
ll 
c. Learning is also aided by the furnishing of 
knowledge of results. 
d. The film .ust be paced slowly enough to take 
notes or perform any other activity when this 
is required. 
e. Under certain conditions learning will be in-
creased when questions are asked or skills demon-
strated are practiced during or after a film. 
Effects !n Regard !£ Socio-economic pifferences.--
Carpenter {11) expressed the opinion that the effects of film 
instruction, within certain limits, depend more upon the char-
acteristics of the individuals in the audience than upon the 
elemental variables within the films themselves. Ramseyer {52) 
pointed out that the reactions of pupils to films dealing with 
social subjects was related to the occupations of their par-
ents. Wiese and Cole {62) found that the effects of an atti-
tudinal film were largely determined by social, cultural, and 
economic backgrounds of the audience. Hoban {35) hypothesizes 
that audience involvement in an identification with instruc-
tional films is determined more by audience aspiration and the 
relative value placed on the aspired-to role than to audience 
status at the time. Maccoby and Wilson <42>, in two studies 
in which seventh grade children were shown entertainment films, 
found that the children identified themselves with leading 
characters of their own sex. However, they identified with 
the character whose social class corresponded with their 
aspired-to social class rather than with their current status. 
Effects of Television Teaching 
Teaching by television is effective at all levels of instPUc-
tion, from elementary school to military training. Its unique 
advantages are that it can vastly extend the reach of the na-
tion's best teachers and it can bring to students exceptional 
experiences that are quite beyond the potential of conventional 
means of instruction. Elements inherent in the television form 
ot presentation are: (a) appeal to the emotions, (b) appeal to 
preconceived concepts., (c) appeal to the sense of enjoyment and 
pleasure associated with past experiences ot a similar nature, 
(d) appeal by the suggestion of new concepts laid down in the 
fuller field ot receptivity established by the first three 
conditions present in the television lesson (20). In very few 
eases has television instruction been found to be inferior to 
conventional instruction, and in many cases television was 
significantly more effective. During the past several years 
increasing attention has been paid to the instructional use 
of television as reviewed by Kuaatu (4l). The Ar.med Services 
(38, 39, 40) and the Fund tor the Advancement of Education 
(12, 27, 56), in particular, lead the research in this area. 
In elementary and secondary schools, school television instruc-
tion was as effective as conventional teaching in every sub-
ject. However, television was found interior to conventional 
teaching ot spelling above grade two (32). 
Considerable research has been conducted with television 
teaching in universities and colleges, the most comprehensive 
one being the Instructional Research Program studies at Penn-
sylvania State University sponsored by the Fund for the 
Advancement of Education (12, 29). These studies investigated 
the effectiveness of closed-circuit teaching of semester courses 
in general chemistry, general psychology, psychology of mar-
riage, business law, sociology, music appreciation, and ele-
mentary meteorology. In every case, instruction by television 
was found to be as effective as personal instruction. Reten-
tion studies show that materials learned by television instruc-
tion had been retained as well as that learned by traditional 
means of instruction (8). Pasework (51) found that students 
typed significantly taster on a timed test at the conclusion 
or 48 days or television instruction than those who were taught 
by conventional methods. Greenhill (29) found that television 
groups either in large or small classes in an "Introduction to 
Education" course learned as well as conventional groups, but 
in addition the television groups made a more significant 
change in their attitude toward education as a profession. The 
size of the class appeared to have no affect on tactual learning. 
The ~ed services have made considerable use of television 
instruction, particularly over closed-circuit lines. The most 
significant of these studies (18, 39, ~0, 53) found that tele-
vision instruction was: (a) at least as effective as regular 
instruction; (b) more effective tor lower-aptitude groups; 
(e) remembered at least as well as regular instruction. 
Kinescope recordings (sound recordings on motion picture 
film) of live television programs have been found to be at 
least as effective as regular instruction. Evidence exists 
that live television, kinescopes, and conventional films a~e 
equivalent from a teaching point of view. 
Resea~ch findings to date have amply demonst~ated the 
value of television in p~oviding enrichment content to supple-
ment regular classroom teaching. It has been shown, too, that 
television can be used to advantage for "demonstration teach-
ing" in va~ious subject a~eas and at various grade levels to 
show classroom teachers how to use new instructional tech-
niques and materials. Finally, the experimental studies have 
tended generally to show that television can serve as an in-
strumentality whereby every single device, technique, and 
process known to the a~t of teaching can be brought to bear 
in group instruction (20). 
Research on Language Instruction by Television 
Norstr.and (~9) expressed the opinion that the main virtue 
of television as a medium for fo~eign language teaching appears 
to be that it can enable a selected teache~ to enter into olose, 
individual rapport with a g~eat many students at the same time. 
He exp~essed the opinion that the chief limitation would seem 
to be that the students' response to the teacher is reduced to 
an imitation of real interaction between personalities so that 
supplementary instruction is needed in the way of live conver-
sation between the student and one or more personswho can speak 
the language with him and who can discuss with him the new in-
sights he is acquiring through foreign language study. 
Although recent literature. abounds with theories and contro-
liS 
versy aa to the most effective methods for teaching foreign 
languages in the elementary and intermediate grades, validated 
studies in this area have been conspicuously lacking. Recent 
research in the seventh grade of Westside School, Omaha, 
Nebraska, draws the conclusion from statistical data that regu-
lar classroom teachers who are untrained in Spanish can teach 
conversational Spanish effectively when these teachers base 
their teaching on tapes prepared by a Spanish specialist. 
There is no mention in the study of what or how much was 
learned and no description of the quality of work done by the 
control group which was taught by a Spanish specialist. 
A study currently in progress in Champaign, Illinois (22) 
has two purposes: (a) to develop the most.effective procedures 
and materials, using the media of teleTision and tapes where 
teachers are unfamiliar with the language; and (b) to evaluate 
these procedures and materials and their effectiveness as com-
pared with more conventional methods requiring specialist 
teachers. There are two fourth grade control classes and two 
fourth grade experimental classes taking part in the study. 
The writer could cite other studies on language research 
in the television field. HoweTer, the majority of reports 
could not be classified as research since they are lacking in 
statistical data. This seems to be an area where research 
studies are being proposed or are being carried on at the 
present time. 
CHAPTER III 
PROCEDURE 
The experiment was designed to test the effect of three 
variables on the language achievement in French of fourth grade 
children during a year's instruction by television. The treat-
menta tested were not variables in the laboratory sense of the 
word but rather composite aspects of classroom practice. The 
television programs were common to all classes. 
The Television Programs 
The television French lessons for school children were 
fifteen minutes in length and broadcast twice weekly. Each 
lesson was televised twice at 9:15 A.M. and 10:45 A.M. for the 
greater convenience of participating schools in their schedul-
ing. The aural-oral method of instruction was used exclusively. 
This method differs from the traditional method in that reading 
and writing are not introduced until children have learned to 
speak the language correctly and have mastered an adequate 
stock of words, phrases, and sentences through listening, ob-
serving, understanding the relationship between sound and situa-
tion, repetition, and use of the material in dialogue with 
others. The transition to reading and writing is postponed un-
til after three years of French in the elementary grades. The 
units consisted of meaningful experiences in the form of con-
versations, songs, puppet shows and activities in keeping with 
·-
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the interests and developmental level of fourth-grade children. 
Greetings, the weather, the days of the week, telling time, 
clothing, numbers, the family, the home, a farm, and French 
holidays were typical of the units studied during the year. 
The basic vocabulary consisted of approximately three hundred 
•ords presented to teach patterns of speech rather than iso-
lated words. No elements of grammar, English translations, 
or written language were ever presented. The most important 
objectives sought were the quality of the oral language pro-
duced and direct understanding and assimilation of French. 
Each participating teacher was given a Study Guide (Ap-
pendix J) which was prepared by the staff of the Modern 
Language Project. It contained the lesson contents of the 
programs, supplementary materials, and background material 
in order to assist the teachers to make the most effective 
use of the television programs. Each Unit consisted of four 
sections: (a) Before the TV Lessons, (b) Lesson Contents, 
(c) Points, and (d) Directions for Follow-Up. 
The Independent Variables 
Teacher Fluencz.--In the early stages or the project the 
superintendents of schools in nine suburban communities meet-
·ing the required conditions were sent a letter, describing the 
study, its purposes, and plan (Appendix A). They were asked to 
provide a list of teachers interested in participating in the 
research. These teachers were invited to attend a meeting 
where the details of the experimental study were discussed and 
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questions answered. Following this discussion each teacher who 
volunteered to participate in the project was asked to fill out 
a personal record sheet (Appendix B). Following this, each 
teacher was given two individual tests. The first test con-
sisted of an oral reading exercise constructed for rating pur-
poses (Appendix C). Teachers with no previous training in 
French did not read these paragraphs and were automatically 
rated as non-fluent. The teacher with previous training tape 
recorded a series of four short paragraphs which were simul-
taneously rated by two trained raters. The first paragraph was 
rated for articulation; the second paragraph was rated for 
rhythm; the third and fourth paragraphs were rated for intona-
tion. (See page 39 for a discussion of the rating scale.) 
The ratings of two raters provided a reliability check of 
the ratings as well as a combined judgment of the accuracy of 
the fluency of the teacher. The reliability of the ratings 
was .91 corrected by the Spearman-Brown formula. The total 
scores of the two raters were summed to provide each teacher's 
individual rating for fluency. Those teachers receiving a 
total score of six or higher were assigned to the fluent group. 
(The term "fluent" actually is used to designate a moderate 
degree of fluency in this study.) The teachers receiving rat-
ings of five and below were classified as non-fluent. Origi-
nally the plan of the study called for three groups, non-fluent, 
moderately fluent, and fluent, but the observed level of fluency 
in the teachers tested did not permit a highly fluent category. 
The second test consisted of a preliminary form of test 
for children's fluency, consisting of a series of twenty French 
words containing important French phonemes and short sentences 
rated for rhythm and intonation (Appendix D). The test was 
recorded on a master tape bJ the television teacher with suf-
ficient time between words and sentences to permit a response 
from the person being tested. !his test required the teachers 
being tested to repeat words and sentences after a model. It 
did not enter specifically into the assignment of teachers to 
experimental categorr. It had been provided as a safety meas-
ure in the event that the on-the-spot ratings did not prove 
practical or reliable. A sample of these recordings was judged 
for those teachers falling at the margin between categories to 
determine if both tests were in agreement. This was the case, 
hence the original ratings were used for assignment of teachers. 
Teacher Trainipg.--Through random assignments half of the 
teachers in the study viewed the weekly program for teachers 
while the other half were asked only to rely on the Study 
Guides, the children's programs, and visits from the staff of 
the Modern Language Project. The teachers' programs provided 
specific drill on materials which were to be presented during 
that week on the children's programs. They also presented 
further basic infor-mation on elementary French, methods of 
teaching to supplement the contents of the Study Guide, cues 
on pronunciation of particular sounds being presented in the 
children's programs, examples of follow-up lessons for class-
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room use, and ba•kground information on France and contemporary 
French life (Appendix E). 
Practice.--Two variations of practice were provided for in 
the experimental design. The first consisted of tapes of the 
soundtrack of the telecasts which were duplicated from a master 
tape recorded simu1taneously with the videotaping of the live 
program. Once every two weeks a tape recording containing 
duplicates of the soundtrack& of four programs was mailed to 
the particular teachers assigned to the use of tapes. These 
tapes were used for 15-20 minutes practice sessions on the days 
following the presentation of the program. Thus the children 
had two television programs and two fifteen-minute practice 
sessions of audio-tapes of those programa each week. The chil-
dren in these classes were exposed to the native pronunciation, 
rhythm, and intonation of the French television teacher twice 
as often as those in the classes whose teachers were conducting 
their owa practice sessions. In actual usage, the teachers did 
not merely replay the program a single time to give a double 
exposure, but selected certain portions of the tapes for re-
peated trials providing the children with practice at needed 
points of learning. In effect the teachers used the tapes to 
improve the auditory discrimination of sounds which the children 
were having difficulty in pronouncing and improve the quality of 
aentences which were not being correctly spoken with the authen-
tic pronunciation of the tapes to produce, at least in theory, 
better pronunciation. 
In the groups in which the practice was planned and di-
rected by the teachers, the children were restricted by the 
teacher's level ot fluency and the quality other pronunciation. 
Additional materials and more advanced exercises and activities 
for the more fluent teachers were also included in the Study 
Guide. In designing the experiment it was anticipated that 
while these teachers might not attain the same level ot pro-
nunciation with their classes, the greater flexibility pro-
vided them would result in greater fluency in spontaneous usage 
of French, in contrast to the more accurate pronunciation, 
rhythm, and intonation ot the classes using the tapes. In 
both groups the ~ount of practice was the same--two additional 
practice periods, plus any spontaneous usage incorporated in 
the activities ot the school day. 
The Dependent Variables 
Four aspects of spoken language were selected for measure-
ment: (a) pronunciation, (b) fluency, (c) spontaneity, and 
(d) comprehension of spoken language. T.he instruments developed 
to measure these abilities are described in detail later in this 
chapter, hence only brief definitions will be provided at this 
point. 
Pronunciation.--The ability to pronounce characteristic 
French phonemes correctly. 
Fluencz.--The ability to speak the language in the manner 
characteristic or the native speaker. Fluency is dependent on 
combining pitch variation, rhythm, stress, loudness, and duration 
ot sound in appropriate manner. The two aspects chosen tor 
rating in view or their significance tor French were rhythm, 
the ability to speak at the correct rate and tempo, and 
intonation, the ability to Tary pitch and stress within a sen-
tence in characteristic style. 
Spontaneitx.--The ability to express oneself spontane-
ously in French in a dialogue, responding orally to questions 
asked by the examiner. 
Cgmpresension.--Knowledge of French vocabulary expressed 
orally as words, phrases, and sentences. 
The Control variables 
lPtelligenee.--In order to ascertain that the means and 
T&riances in measured intelligence of the classes assigned to 
the several experimental treatments were comparable, and to 
provide tor a control of the contribution of differences in 
the means (where and if existing) to the achievement of the 
classes, the Otis Quick-Scoring Mental Ability Test (Beta) 
was administered to all classes in the study. 
Bilingualiti.--In view of the French-Canadian backgrounds 
or residents in certain communities in Eastern Massachusetts, 
it was essential to eliminate any classes from such communities 
from participation in the research study. Undoubtedly a con-
siderable exposure to the French language in the homes or these 
children, in their churches, and in the community as a Whole, 
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would result in acquaintance, comprehension, and possibly di-
rect fluency in the language. !he mere absence ot ability to 
apeak the language would not insure a lack of ability to under-
stand spoken French and with it a probable accelerated rate of 
learning in the classroom situation. Hence the classes chosen 
for the study were selected from monolingual communities. 
Prior Training 1n French.--Even in monolingual areas the 
possibility existed that certain children, by virtue of prior 
residence or schooling, could have some degree of fluency in 
French. While an occasional child would not be expected to 
significantly affect the results of classes, any class with a 
cluster of such children could reasonably be expected to show 
a different rate or progress. Therefore a questionnaire was 
devised to determine whether any classes had a preponderance 
of students with a previous knowledge of French. After a brief 
preltm1nary questioning of a whole class, the pupils who indi-
cated that they had some background in French were taken out of 
the class and screened individually by means of a vocabulary 
test (Appendix F). The results of the preliminary screening 
of all classes revealed that only isolated children had any 
knowledge of French, however rudimentary. 
Auditory Discrtmination.--In order to be sure that chil-
dren with a poor ability to discriainate between sounds were 
randomly scattered throughout the classes in the study, it was 
necessary to construct a test of auditory discrimination suitable 
for fourth grade pupils. Investigation revealed that most tests 
of this nature were constructed for use in the first grade. A 
second grade test developed by Harrington (30) was found 
adaptable ~or use in the fourth grade (Appendix G). It con-
sisted of three parts: in the first part the children had to 
choose a word beginning with the same initial consonant as the 
word spoken by the examiner; in the second part of the test 
the children had to choose a word that had the same initial 
and final consonants as the word spoken by the examiner; and 
in the third part of the test the children had to choose a word 
which rhymed with the word spoken by the examiner. The chil-
dren did not see the word spoken so that there was no possi-
bility of their matching words on the basis of visual symbols. 
Teachtr Motivation.--With the cooperation of the superin-
tendents in three communities mentioned previously three re-
gional meetings were scheduled. At these meetings the study 
was explained in detail to the teachers and their role clearly 
defined. Nearly all of the teachers who attended these meet-
ings signified their desire to take part in the study. With 
the participation in the study being voluntary, the assumption 
was made that, in general, the group of teachers taking part 
in the study were positively motivated. Random assignment of 
teachers to experimental category presumably provided a com-
parable range of interest within the specific categories. 
Teacher Experience.--A comparison of the non-fluent and 
fluent groups o~ teachers with respect to years of teaching 
experience (Table l) showed the two groups to be roughly com-
parable. The non-fluent group was slightly more experienced 
(median of 7.3 years versus 5.3 years) and presumably slightly 
TABLE 1 
YEARS OF TEACHING EXPERIENCE OF 
PARTICIPATING TEACHERS 
!No. of Years Non-Fluent Group Fluent Group 
20 - up 6 4 
11 
- 19 6 4 
6 - 10 3 4 
2 - 5 9 12 
0 - 1 4 4 
Total 28 28 
older, but the difference was not statistically significant. 
Although similar in teaching experience, the groups differed 
significantly (.01 level of confidence) in the amount of train-
ing in French :received in high school and college. Judging from 
the data in Table 2 neither group was profoundly experienced, 
tor the fluent group averaged only 3.0 years of training. A 
dramatic difference was a complete absence of any training at 
the college level.in the non-fluent group. 
The difference in experience. provided an indication of the 
validity of the rating scale. The teachers were rated without 
any knowledge of their previous training, which was subsequently 
checked. The difference in the two groups yielded a point bi-
serial correlation coefficient (validity) ot .55. 
No. o:t Years 
6 
5 
4 
3 
2 
1 
0 
TABLE 2 
YEARS OF INSTRUCTION IN FRENCH OF 
PARTICIPATING TEACHERS 
Non-Fluent Group Fluent Group 
High College High College Total School Level Total School Level Level Level 
-- -- -- -- --
2 
-- -- -- --
--
2 
1 
--
1 5 
-- 4 
3 
--
3 12 1 10 
11 
--
11 9 1 8 
3 
--
3 -- 8 2 
10 28 10 2 18 
--
Mean 1.3 years Mean 3.0 years 
Socio-economic Differences.--Nine suburban communities in 
the Boston Metropolitan Area (Table 3) were invited to partici-
pat• in the study. In selecting the communities a deliberate 
effort was made to select a comparatively homogeneous group of 
communities as far as socio-economic circumstances were con-
oerned. This is not to deny that in each community there exists 
a range of social strata from lower to upper class as shown by 
available surveys, but rather to indicate a modality which 
would fall in the middle class. All or the communities exceeded 
Community 
Arlington 
~elmont 
!Milton 
!Natick 
!Newton 
Sharon 
!Wellesley 
!Weston 
!Weymouth 
TABLE 3 
COMMUNITIES PARTICIPATING IN THE STUDY 
WITH NUMBER OF FOURTH GRADES FROM EACH 
"'-
No. of Classes 
Population No. ot Classes Included in (thousands) Participating Statistical 
Analysis 
47 7 5 
29 5 3 
24 8 7 
26 lJL 9 
87 4 3 
8 6 3 
27 4 3 
6 3 1 
43 8 6 
Total s·s 40 
five thousand in population, ranging from six to eighty-seven 
thousand. Two ot the communities were less than ten thousand 
in population; tour tell in the twenty thousands; two were ap-
proximately forty-five thousand; and the largest was eighty-
seven thousand. All of the communities tell above the median 
ot towns (greater than five thousand in population) in the tax 
base per child. The property valuations per child ranged from 
nine thousand dollars to sixteen thousand with a median of 
thirteen thousand. Knowing that Yaluationa are at best a crude 
index or wealth in a community because or variations in tax 
assessment practices, a second index available was per capita 
expenditure ror achools. The expenditure per child in average 
daily attendance in the elementary schools <14> ranged from 
t238 - $355 with a mean of $284 and a aedian of $250. The rank 
order correlation between the two indices was computed as .42. 
By comparison, the range of per capita expenditures in the 
thirty-nine cities in Massachusetts in 1957 was $192 - $313 
with a mean of $272, while the range of expenditures per child 
in towns exceeding five thousand in population was $183 - $418 
with a mean expenditure or $255. A comparison of these latter 
statistics with those of the nine communities participating in 
the study shows the communities in the study to be somewhat 
more homogeneous and slightly above average in support of edu-
cation. 
It is difficult to infer the exact significance of this 
arbitrary selection of communities for the generality of any 
experimental results obtained in the study. An erfort to 
select a random sample ot classes from the more than four 
thousand fourth-grade classes recei•ing the telecasts presented 
three major difrieulties: (a) the problem of bilingual com-
munities, {b) the diffusion of the sample in terms of socio-
economic differences, and (c) the need of controlling differ-
ences between rural, suburban, and urban areas with respect to 
representation in the sample. An analysis of variance design 
withftve cases (el•sses) present in each cell would encounter 
difficulty with regard to the representativeness of each of the 
eases were they spread over rural, suburban, and urban communi-
ties. It is clear that higher per capita expenditure reflects 
higher teacher salary and presumably a greater degree of train-
ing and/or competence in teaching. Secondly, families in 
suburban communities would be more likely to endorse the intro-
duction of a foreign language in the elementary school and en-
courage the children's interest in acquiring facility. Never-
theless, considering the fact that the instructional program 
depends upon the telecast as a base and further considering 
the rudimentary nature of the program content as far as vocabu-
• lary and sentence structure, there is no reason.why the accom-
plishments of the classes that were found 1n this study could 
not be duplicated in any community where the programs were 
available and the teaching staff interested. 
Design of the Experiment 
Briefly stated, fif~y-six. fourth-grade teachers whose 
classes were about to receive a televised instructional course 
in conversational French were divided into two equal-sized 
groups designated as "fluent" and "non-fluent." Within these 
two groups the experimental design was duplicated. Each teacher 
was randomly assigned to one of four experimental treatments 
which prescribed whether or not they viewed a series or tele-
vised teacher-training programs and the kind of follow-up 
practice they provided their class, tape recordings or 
teacher-organized practice: 
a. No teacher programJ plus tape recording. 
b. Teacher programs plus tape recording. 
c. No teacher programs plus te•cher-organized 
practice. 
d. Teacher programs plus teacher-organized practice. 
The effects of these variations upon the achievement of the 
children were measured at the end of one ~ear's instruction. 
Nine communities participated in the experiment with the 
number of classes indicated in Table 3. In designing the ex-
periment, each class was viewed as a single case with the 
score for the class being the mean score on a given test. 
The original design was planned for five cases in each cell. 
Knowing that resignations, illness, and other changes could 
be expected, and fearing human frailt7 (the unfailing capacity 
of the human species to defeat the methodological procedures 
of the scientist), the decision was reached to carry more 
classes than needed to allow for these variations and insure 
a minimum of forty classes which fulfilled experimental con-
ditions. Supervision of experimental conditions was maintained 
by periodic staff visits and by obtaining weekly reports from 
teachers on their activities in relation to their Prench 
lessons. 
Development of the Group Test 
The Group Test consisted of the following parts: 
~ Recognition 
Objective: To measure the child's ability to recognize 
spoken French words. 
Format: Four rows of pictures with four pictures in 
each row. (See Appendix H for copy of test.) 
Scoring: Each correct item received one point making 
a possible total of thirteen points. The 
two sample items were not scored. 
Phrase Recognition 
Objective: To measure the child's ability to recognize 
short groups of French words. 
Format: Same as the Word Recognition test. 
Scoring: Each correct item received one point, making 
a possible total of ten points. 
Seatence Recognition 
Objective: To measure the child's ability to recognize 
the meaning of spoken French sentences. 
Format: Three pages of pictures with five rows of 
pictures on each page. In each row only 
one picture was correct. 
Scoring: One point was given tor each correct item, 
making possible a total of fourteen points. 
Validity ~ Group !est.--Approximately three hundred items 
were used in the total content of all of the television lessons 
presented. A detailed analysis of the vocabulary of each les-
son was made and the tests were constructed to sample words 
presented in as many lessons as possible. The ninety-two 
words used in the Group Test were chosen to represent lessons 
presented throughout the school year. The final selection of 
items was made in collaboration with experts of the Modern 
Language Project Staff. A vocabulary list is presented on the 
last few pages of each Study Guide. The writer has underlined 
the words used in both the Group Test and Individual Test and 
has included these in Appendix J. 
Reliability 2! Group !!!1·--At the end of January, eighteen 
classes of fourth and fifth graders with one and two years of 
French in the Schenectady Public Schools were tested on two 
preliminary forms of the Group Test. Nine classes consisting 
of a total of 193 children were tested on For.m A, the other 
classes totaling 199 children were tested on For.m B. These two 
preliminary forms were identical in construction and similar in 
content. They consisted of a total of thirty items--ten items 
testing word recognition, ten items testing phrase recognition, 
and ten testing sentence recognition. One point was given for 
each correct response with a possible score of thirty points. 
The test results on Form A ranged from zero to twenty-six with 
a mean of 10.2 and a standard deviation of 4.7, The coefficient 
of reliability was .73 computed by meana of the Kuder Richardson 
formula #20. The scores on Form B ranged from four to twenty-
four with a mean of 13.4 and a standard deviation of 4.3. The 
coefficient of reliability computed by means of the Kuder 
Richardson formula #20 was .63. 
The difficulty and discrimination levels of each item were 
analyzed with the test ecore as the criterion. Items were ana-
lyzed by the standard procedure using the top and bottom 27 per 
cent of the group. Those items which discriminated at the 5 per 
cent level or better were retained. In combining both forms of 
the test, ten ite~ of Word Recognition were retained; nine 
items were retained from Phrase Recognition; and nine items 
were retained in Sentence Recognition. New items were added 
to each list. 
In order to increase the reliability of the test it was 
decided to increase the length of the test to forty-five items. 
Using the original Spearman-Brown "prophecy formula" an esti-
mate of the reliability coefficient resulting from lengthening 
the test one and one-half times was obtained by using the Kuder 
Richardson formula which incorporated item difficulty, correla-
tion between item and test scores, and standard deviation of 
the test. This formula provided an estimate of reliability ot 
.84. The decision with respect to length of test was based 
upon two cons.iderations, reliability and time required for ad-
ministration. A copy ot the final form of the Group Test is 
in Appendix H. 
The estimate provided was confirmed by a test-retest with 
a class of twenty-five pupils. In a particular class, the 
examiner felt that the initial Group Test had been given under 
unf"avorable c.ircumstances due to an error in the time schedule 
which resulted in this class being in a restless mood and the 
teacher tense. Ten days later, the examiner returned and re-
tested the class. The rank-difference co~elation coefficient 
between the two set~ of scores was ~85. A. difference in the 
means of 2.5 points (a gain from 24.$ to 27) occurred between 
the first and second testing. Such a gain is not inconsistent 
with observed gains in intelligence and achievement tests which 
result from "practice" effect. The first set of scores were 
utilized as the experimental data. 
Development of the Individual Test 
Inasmuch as accuracy of pronunciation of French sounds and 
authentic expression in French were included in the obJectives 
of the television instructional program, it was necessary to 
devise procedures for evaluating pupil performance in these 
phases of language achievement. Two problems existed with re-
spect to such evaluation. The first was to identify those ele-
ments or language which could be reliably discriminated, the 
second to develep a scoring procedure. Four possibilities 
existed with respect to these related problems. The first was 
an analysis by means or a simple rating scale of the elements 
of spoken language, articulation, rhythm, stress, and intona-
tion, using Delattre 1 s work (17) as a guide. Correctly spoken 
French ia dependent on appropriately combining correctly ex-
pressed sounds in a characteristic rhythm, with stress and in-
tonation achieved by means of duration of sound and pitch 
properly managed. Inasmuch as the vocabulaey available to the 
children at the end of one year's instruction would be limited, 
but the range of quality of expression considerable (even with 
an authentic model), the development of a simple rating scale 
whiCh could be reliably. used by trained judges seemed possible. 
A second possibility lay in rating the degree to which the 
child's expression duplicated or approXimated the model. The 
use or a model controlled the response of the child but pro-
vided no gauge of spontaneous usage of the language. The lat-
ter of the two procedures had the inherent problem of control 
of drift of the ratings--the tendency to shift the anchoring 
points of the rating scale. Eventually both of these procedures 
were to be utilized, duplication of the model with pronunciation 
and a graphic rating scale with rhythm and intonation. A third 
procedure considered was to take a sample of children's expres-
sions, scale them in a rank order, and rate each individual 
against this scale. Although this procedure seemed functional 
with small numbers of ratings and/or untrained judges, it was 
too cumbersome for use on this project and failed to offer the 
promise of greater reliability or validity of rating. The 
final possibility was that of electronic analysis, either 
through production of the test responses in a graphic form 
which could be compared with a model, or directly through pro-
grammed analysis. An investigation of this procedure indicated 
that it was not feasible at this stage of compu.ter development. 
Two preliminary rating scales were devised attempting to 
incorporate the elements ot spoken language. These character-
istics are sound, loudness, duration, pitch, and rhythm. Each 
language has its characteristic sounds or phonemes. These are 
combined into sequences which form patterns ot speech varying 
in loudness, duration, pitch, or rhythm. These four elements, 
or any combination thereof, may all be present. A particular 
language achieves its individual characteristics from the 
particular combination adopted. A comparison or English and 
French as they are spoken will reveal dirferences in the use of 
these four elements. English attains its characteristics mainly 
through the combination of particular phonemes with variations 
in loudness and rhythm, and only slight variations in pitch. 
Spoken French finds minor variation in loudness or volume of 
expression, but differences in rhythm, pitch, and duration. 
To illustrate, in listening to French, one usually hears a 
uniformly metered rhythm whereas spoken English shows varia-
tions in rhythm, some sounds being spoken rapidly and some 
held with frequent breaks or pauses in the flow of sounds. 
English is more monotonic than French, the latter having a 
marked variation in the rise and fall of pitch within the sense 
groups, and between sense groups. These represent modal dif-
ferences which are often reduced by dialectal variations. In 
developing a scale for rating the degree to which the oral 
French of the pupils approach the native model, the elements 
involved were reviewed in order to determine the particular 
variations which produce the articulation, accent, intonation, 
and rhythm found in French. 
Artieulation.--The particular sounds characteristic of 
French are easily identified. Many standard French grammar 
texts describe them. The writer used Delattre's list (17, 
p. 5) as a basis tor analyzing the vocabulary of the lessons 
in constructing the articulation section of the Individual 
Test. 
Rhzthm.--Rhythm is the tempo o~ meter at which sounds a~e 
p~oduced. The aain speech rhythm or English is due to the un-
evenness of its syllables. An English sentence is heard as a 
succession of loud, intense syllables separated by much weaker 
ones. These peaks o~ loudness recur at equal and ~requent 
enough intervals to form a rhythm in which each strong syllable 
corresponds to one beat. In French the syllables are all of 
about equal loudness. The main rhythm is heard as a succession 
o~ equal syllables, and each syllable corresponds to one beat. 
It recalls the rhythm heard in English when one is counting. 
Accent.--Accent or stress is a procedure ~or making a 
syllable stand out. Usually stress is obtained through varia-
tions in loudness or duration or a syllable, although other 
means are possible. In French, accented syllables are longer, 
not stronger. On an average, the accented syllables are twice 
as long as the others. In French, the accent always falls on 
the last syllable. It is more often a group accent, ~alling 
on the last syllable of each sense group. 
Intonation.--Intonation is the inflection or pitch varia-
tion in the voice. In their general aspect, the intonation 
patterns of French and English are alike: finality falls; 
commands fall; questions to be answered by "yes" or "no" rise; 
questions to be answered factually fall; continuation rises; 
implication rises moderately; and the last group o~ a series 
of groups connected by meaning rises higher than the others. 
However, English and French intonations differ sharply on two 
specific points. One difference is due to the place of stress, 
being variable in English and fixed in French (last syllable). 
Since the accented syllable is always the last one of a group 
in French, the widest pitch interval ia always between the last 
two syllables. Another difference is related to the muscular 
tension of the vocal mechanism. In English, the laxness of the 
mouth yields syllables having variable pitch. In French, the 
greater tension of the vocal mechanism produces crisper sounds. 
The f~st rating scale devised was based on the rating of 
articulation, rhythm, stress, and intonation. The second sub-
stituted loudness and duration for stress and intonation, and 
offerred a different combination ot ratings for articulation. 
The preliminary scaling of these elements is shown below: 
Rate 0 Rate 1 Rate 2 
Rhythm Irregular, halt- Uniform, even ca-
ing; breaks be- denoe; word flow 
tween words or at constant rate 
phrases 
Stress Accents words by Accents by in- Accents by dura-
increase in Tol- creased duration tion; accents last 
ume or change in irregularly syllable in each 
pitch placed group 
Intona- Monotonic pro- Inconsistent Widest yariation 
tion ductien of words; pitch Tariation; in last two syl-
raises Toice at change or T&ria- lables 
end of sentences tion in loudness 
Loudness Varies Tolume; Little or no 
speaks some syl- variation in 
lables or words loudness 
more loudly than 
others 
Duration All syllables Holds accented 
giTen equal time syllables tor 
length; irregu- longer duration; 
lar or incorrect holds last syl-
duration (first lable 
syllable of 
sense groups) 
!wo variations were attempted :for articulation: the :first 
on a three-point scale, the second on a :four-point scale. 
Rate 0 Rate 1 Rate 2 
Blurred pronuncia-
tion of consonants; 
alack vowel sounds--
French words but 
English sounds 
Correct consonant 
sounds or correct 
vowel sounds 
Correct pronunciation 
of vowels and conso-
nants; clear diction; 
no diphthongs; cor-
rect liaison 
Rate 0 
Fault7 conso-
nants; :t'aulty 
vowels; diph-
thongs present; 
words spoken 
independently; 
lack o:t' liaison 
or slurring 
Rate 1 
Correct conso- · 
nanta; liaison 
correct; :t'aulty 
vowels; lacks 
nasalit7 
Rate 2 
Correct conso-
nants; liaison 
correct; vowel 
or nasality 
:t'ault 
Rate 3 
Correct vowels, 
consonants, and 
liaison; nasal-
ity present 
A review of the suggested rating procedures by specialists 
in French associated with the Modern Language Project resulted 
in rejection of certain items and modi:t'ication in others. First 
the attempt to listen to a phrase or sentence in French and 
analyze the correctness of expression of consonants, vowels, 
liaison, and nasality proved too difficult. As a result an 
alternate procedure was adopted which consisted of rating the 
degree to which the child duplicated the sound spoken by a 
model. Be:t'ore this :final procedure was arrived at, it went 
through several phases--the use of phrases, then words, and 
:t'inally phonemes as stimuli. In the :final :t'orm, a series of 
twenty French words are heard, repeated by the child, recorded 
on tape, and rated :for the accuracy o:t' a different single sound 
incorporated in each of the twenty words. 
Loudness and duration were rejected as being of less im-
portance and greater difficulty of rating. The remaining ele-
ments of language--rhythm, stress, and intonation--were incor-
porated in the final rating scale, which was yet to go through 
a number of variations before the final form was obtained. 
Stress was to be blended with intonation as a result of trial 
usage of the rating scales. A preliminary trial of the scale 
was obtained by having several graduate students of varying 
skill in French recorded and then rated by specialists using 
the rating scale. Confusion resulted in attempts to distin-
guish between stress and intonation. Reliable ratings of 
stress alone could not be obtained, but by combining it with 
intonation, consistent ratings of the same subjects by several 
judges were possible. 
The result of this preliminary work was a rating scale of 
three elements of spoken French: pronunciation, rhythm, and 
intonation. Rhythm was defined as the amount of time given 
each sound and the space between sounds. Judges were instructed 
to concentrate on the beat, which should sound like a fast march. 
By accident a procedure was discovered which made it simple for 
judges to concentrate on the rhythm and not be distracted by 
errors in pronunciation. This was to play the tape recording 
at twice the recording speed. The recordings of the children 
had been made at 3 3/4 ips. Playback at 7 1/2 ips made the 
rhythm of the model and the rhythm of the child quite pronounced. 
Intonation was defined as the combination of variation in 
pitch and stress characteristic of French speech. Judges were 
instructed to listen mainly to the melody of the sound, the 
rise and fall of pitch, and secondarily to the stress obtained 
at the end of sense groups by variation 1n pitch and duration 
of sound. 
In addition to the rating of the authenticity of expression, 
another component of fluency to be rated was that of spontaneous 
usage or the language. In the original test design, the writer 
considered two procedures for obtaining samples of spontaneous 
usage of French, dialogue and response to graphic stimuli. 
These two procedures were tried on a group of children with 
varying degrees of training received through a combination of 
teleTiaed instruction and foreign language specialist follow-up. 
The Children's response to questions placed by the wri~er were 
satisfactory, particularly where the stimulus question was one 
which fit the pattern of language instruction and provided a 
stimulus with which the Child was familiar, but the graphic 
stimulus proved unsuccessful. This phase of the test consisted 
of a series of separate pictures each drawn on a five by seven 
inch cardboard. The pictures were based on material covered in 
the lessons. The child was asked to describe what he saw in the 
picture. If he was unable to do this he was asked to name ob-
jects in the picture. However, when the tests were tried ex-
perimentally in Schenectady, rarely was a child with one year's 
instruction able to respond to this type of stimulus. It ap-
peared that children who had had more then one year's French 
instruction had better spontaneous usage, at least in response 
to simple pictures. On the basis of this evidence it was de-
cided to eliminate this particular section of the Individual 
Test and use only the dialogue section. 
A range of twenty points was possible on pronunciation, 
eighteen points on rhythm, twenty-four points on intonation. 
The slightly greater weight to intonation was prQv1ded because 
in the judgment of specialists this skill was of greater im-
portance than rhythm in the determination of fluency. These 
scores were combined to provide a possible range of 62 points. 
A separate score was obtained for spontaneous usage with a pos-
sible range of 30 points. 
The final content of the Individual Test (Appendix I) for 
fluency in French and the rating scale for rating was as follows: 
Pronunciation 
Objective: To measure the accuracy of the phonetic 
characteristics of French sounds. 
Format: This test consists of twenty spoken French 
words containing different French phonemes 
recorded on tape by the television teacher. 
The child was asked to repeat the word in 
French exactly as he heard it. His responses 
were recorded on a second tape recorder. 
Test Items: Mademoiselle 
un bille-
Monsieur 
une heure 
un ca.E:rer 
Wi avion 
re mouchoir 
am"ricain 
lea en?ants 
vos cneveux 
-
Madame le livre 
ra porte 
les murs 
une mi'ison 
ufermier 
Kaman -
larue 
Bon -
aujourd'hui 
Scoring: 
Rhythm 
!he response was rated either correct or in-
correct (0 or 1) on the basis of the accuracy 
of the pronunciation of the phoneme being 
rated (the underlined section of the word). 
Objective: To measure the evenness of rhythm as a suc-
cession ef equal &7llables. 
Format: Six sentences were recorded on tape by the 
television teach•~· The child was asked to 
repeat the sentence in French exactly as he 
heard it. 
Test Itema: 
Scoring: 
Intonation 
Le tambour est ~ moi. 
Il fait beau aujourd'hui. 
Pierre est sage en elasse. 
Je mets mon pantalon gris. 
Il s 1 appelle Jean. 
Donnez-moi le.livre s 1il vous ~ plait. 
Each response was rated on a seale from 
zero to three depending on the evenness of 
the beat of the sentence. 
Rate 0: Broken, halting expression on words 
spoken aa separate units. 
Rate 1: Irregularities occur in rate of ex-
pression. Occasional breaks occur 
between words or phrases which are 
not at points of stress. Expression 
is at a regular but slow rate. 
Rate 2: Unirorm, even rate of expression; 
equal time given to each sound. Ex-
pression flows smoothly and at charac-
teristic rate of speed. 
Rate 3: Native rhythm and facility. 
Objective: To measure the proficiency of both accent and 
intonation as demonstrated by duration and 
correct pitch variations. 
Format: Eight sentences were recorded on tape by the 
television teacher. The directions were the 
same as those tor Rhythm. 
Test Items: La sueette est rouge. 
Voila un drapeau amerieain. 
Mon chat s 1 appelle Minet. 
A qui est ce chien noir? 
Scoring: 
Qui veut cacher le mouchoir? 
L'agent de police cherche mon lapin. 
Dessinez un poisson. 
La bicyclette est pour mol? 
The scoring was rated basically the same as 
in Rhythm, using a zero to three basis. 
Rate 0: Variationsin pitch occur which 
lack any pattern or follow an 
English pattern of rhythmic pauses. 
Accents words by increases in vol-
ume. 
Rate 1: Speaks in a monotone. Flat, color-
less expression with little or no 
variation in pitch. 
Rate 2: Generally rising pitch in declara-
tive sentences. Widest variation 
in pitch at end of sense group, 
but lacks greater duration on last 
syllable. 
Rate 3: Authentic accent obtained by desired 
melodic pattern with stress obtained 
by greatest variation in pitch and 
duration at the end of.aense groups. 
Spontaneous Usage 
Objective: To measure proficiency in conversational 
skill, the ability to respond in French to 
French questions. 
Format: The child was asked a series of ten questions 
in French by the examiner. He was told to 
answer each question in French as it applied 
to him with whole groups of words. 
Test Items: Comment vous appelez-vous? 
~el ~ge avez-vous? 
Quel jour est-ce aujourd'hui? 
Quel temps fait-11? 
Combien de freres avez-vous? 
Combien font quatre et cinqt 
De quelle couleur eat le drapeau am'rieain? 
Combien de doigta avez-vous? 
De quelle couleur sont vos souliers? 
Comment s 1 appelle votre professeur? 
Seoring: Rates were given in the zero tQ three range 
as before. 
Rate 0: No response or a completely erroneous 
response. 
I 
Rate 1: If reply ia a word or phrase but not 
a sentence. 
Rate 2: Sentence with word missing; error in 
number or tense; comprehension cor-
rect, but reply in error. 
Rate 3: A complet.e sentence, no errors, cor-
rect comprehension. 
Val!ditx !! ±ndlvidual %!!1---0f the to~al universe of 
three hundred items, approximately one hundred were included 
in the Individual Teat. These were selected to sample as many 
lessons as possible presented throughout the school year. The 
original groups ot items were presented to experts of the Modern 
Language Project Staff tor ratings ot appropriateness of each 
item. Final selections were made on the basis of these judg-
ments. The words used in the Individual Test are underlined in 
blue in the last few pages of the Study Guides in Appendix J. 
Training !! Raters.--In addition to the writer, five area 
coordinators of the Modern Language Project Staff cooperated in 
rating the tapes ot the oral language of the children in the 
study. The coordinators were either native French teachers or 
teachers who have taught as French specialists in FLES programs 
and other levels of instruction. Adult subjects were originally 
used to develop the rating scale to a point where there was 
final agreement by all the experts as to its accuracy and ap-
plicability. In Schenectady, the Individual Test was given on 
tape to twenty-five children with one to three years of train-
ing in French. These tapes were used in several sessions to 
train the raters in the use of the seale and to reduce inter-
rater variability. 
Reliability g! Individual !!!!·--The reliability of the 
Individual Test was based on three seta of correlations: the 
reliability of the rating seale (inter-rater reliability), 
rater·reliability, and reliability of the test itself. Rank 
difference inter-rater correlation between the writer and the 
other raters of the children's fluency ranged from .67 to .94 
with a mean r ot .81. Rater reliability obtained by a second 
rating of the same group of children after an interval of a 
fortnight yielded a rank difference correlation coefficient 
ot .86. The reliability of the instrument itself was obtained 
by computing a rank-difference correlation based on an odd-even 
item split-halt score. This r was .88 for the total score and 
.83 for the score exclusive of the dialogue section. Judging 
from the coefficients just reported the rating scale was deemed 
to be adequate tor the purposes intended. 
CHAPTER IV 
ANALYSIS OF DATA 
The three independent variables of teacher fluency, kind 
of practice, and teacher training programs were treated in a 
2x2x2 analysis of variance design against the four criterion 
measures or comprehension, pronunciation, rhythmand intonation, 
and spontaneous usage ot French in a dialogue, plus three. com-
bined scores--total expression (pronunciation, rhythm~ and in-
tonation), total usage (all combined), and total fluency (com-
prehension, pronunciation, and spontaneous usage). In addition 
the correlations between the separate measures were investigated, 
and the significance ot differences in achievement in French 
tested for groups of low, average, and high academic achieve-
ment, and low, average, and high willingness to try to speak 
French. The latter two measures were based on teacher rank-
ing& of pupils. 
Originally 56 teachers undertook to participate in the 
experiment providing 1 c.lasaes in each of the 8 categories re-
sulting from the 2x2x2 design. In the analyses of variance 
reported here 5 classes were utilized in each cell providing a 
total of 40 classes. Class means constituted the individual 
measures. Thus each class was treated as a single score. The 
loss of 8 and possibly 16 classes was anticipated depending 
upon the events occurring during the school year. It was 
anticipated that transfer or resignation of a teacher would 
occur, as well as the possibility that some teachers would not 
carry out their assignments. In actuality, two of the teachers 
were replaced during the year by substitutes. Another teacher 
felt so burdened with carrying out the regular curriculum with 
her class that whe was irregular in her provision of time for 
French. Three other teachers failed to carry out their assign-
ments: one because her class became a demonstration class in 
the community which resulted in her utilizing both tape record-
ings (her aaaignmemt) and teacher-directed practice; the second 
viewed teacher television programs when she should not have 
been; the third did not view them when she should have been. 
The result of these irregularities waa that the N in certain 
cells decreased to five classes, necessitating comparable re-
duction in the remaining cells in order to maintain the bal-
anced design. This reduction was carried out using two cri-
teria tor retention: (a) the judgment of the area coordinators 
regarding teachers who had faithfully performed their assign-
menta; (b) the weekly reports of the teachers regarding time 
spent in practice and kinds of practice given. Certain teach-
ers failed to provide the required two practice periods of 
15-20 minutes per week. Thus the classes were retained in the 
analysis on the basis of their adherence to their assignment. 
In general, the weekly reports of the teachers indicated that 
they carried out their instructions to provide 30-40 minutes 
of practice per week in addition to the children's television 
programs. In any given week, time spent would typically range 
£rom 0-60 minutes, with a rare 75 or more. Most of the times 
reported fell between 15 and 45 minutes. As seen in Table 4, 
times were comparable for categories with the exception that 
non-viewers of the teacher programs provided slightly less 
praetice. 
B~4 
AVERAGE MINUTES PER WEEK SPENT IN PRACTICE (IN ADDITION TO TV PROGRAMS) 
Group ~inutes 
Fluent ys. Non-Flu8nt 34:36 
Audio-Visual vs. Teacher Practice 34:36 
Teacher Program Viewers vs. Non-Viewers 38:32 
Fluent teachers using tape recordings and non-fluent teachers 
using teacher practice were responsible for the di££erence. It 
should be noted that the fluent teachers never knew they were 
so classified, although a few undoubtedly surmised it while most 
non-fluent teachers obviously knew their assignments. 
Table 5 presents the means and standard deviations of 
classes by experimental treatment on Otis Beta score and the 
Auditory Discrimination Test; Tables 6 and 7 the analyses of 
variance between the cells for the two tests. In addition to 
the comparative socio-economic homogeneity associated with 
selection of communities, the equivalence of the classes on 
intelligence and auditGry discrimination were checked. No sig-
nificant difference was observed in auditory discrimination. A 
statistically significant difference is seen in Table 6 in in-
telligence as measured by the Otis Beta. An investigation of 
!able 5 reveals that the mean difference between cells is 1.1 
score point on the test. The fact that such a difference is 
statistically significant is a function of the fact that the 
degrees of freedom are based on the total N in making the com-
putation. The contribution of a difference of this magnitude 
to the significance of any differences to be observed would 
seem negligible and would scarcely justify an attempt at cor-
rection through an analysis of covariance. In fact it will 
be observed that the difference observed would be enhanced by 
such an analysis inasmuch as they tend to be associated with 
the lower intelligence groups. More tmportant, however, is 
the observed correlation between Beta score and the dependent 
variables in which none of the coefficients exceeded .12. 
Group 
!Fluent 
~eachers 
Non-
!Fluent 
Teachers 
TABLE 5 
MEANS AND STANDARD DEVIATIONS OF POPULATION 
BY EXPERIMENTAL TREATMENT 
Teacher Practice Tape Recordings 
Variable Stat is-tic Auditory Auditor., Beta Discrim- Beta Disc:rim-
So ore 1nit!io• Score 1n4tfDt~ 
Score Score 
Viewed N 138 138 138 138 
teacher Mean 33.3 15.1 29.9 15.4 
programs S.D. 9.8 5.0 9.0 5.0 
No N 184 184 146 146 
programs Mean 29.8 15.2 31.2 15.3 
S.D. 9·3 5.0 8.7 5.1 
Viewed lf 135 135 149 149 
teacher Mean 29-9 14.6 28.8 14.3 
programs S.D. 7.9 4·9 8.4 4.9 
No N 177 177 138 138 
programs Mean 32.1 14.8 30.7 15.0 
S.D. 9.1 5.1 9-2 5.1 
Beta. Aud.Dis. 
N 1205 1205 
Total Group Mean 30.7 15.0 
S.D. 9.0 5.0 
TABLE 6 
ANALYSIS OF VARIANCE AMONG EXPERI14ENTAL TREATMENTS 
ON OTIS BETA SCORE 
Source or Variation· d£ Sa ot Squares Mean Square F Value 
. 
Between 7 2252.1 321.7 
Within 1197 96507.5 80.6 
Total 1204. 98759.6 
TABLE 7 
ANALYSIS OF VARIANCE AMONG EXPERIMENTAL TREATMENTS 
ON AUDITORY DISCRIMINATION TEST 
3-99 
P.Ol 
~urce o£ Variation d£ Sum ot Squares Mean Square F Value 
Between 7 1)f.2.1 20.3 .80 
Within 1197 30315.4. 25.3 N.S. 
'l'otal 1204. 304.57.5 
Tables 8 to 13 present frequency distributions with inter-
quartile ranges indicated on the several tests of fluency in 
Preneh. Table 14 lists crude median scores. It will be noted 
that the distributions are classified according to the fluency 
of the classroom teacher doing the follow-up work. Judging 
from the distributions and the medians in Table 14 there is 
a slight advantage in the favor of the fluent teachers but 
one that is negligible for all practical purposes. 
5.4 
Score 
34 
33 
32 
31 
30 
~~ 
27 
26 
~' 23 22 
21 
20 
~~ 
il 
~ 
13 
12 
11 
10 
6 
l 
~ 
TABLE 8 
FREQUENCY DISTRIBUTION AND PERCENTILE RANKS OF SCORES 
OF CLASSES ON COMPREHENSION WITH FOLLOW-UP ACTIVITY 
LED BY FLUENT AID NON-FLUENT TEACHERS 
Non-Fluent Fluent 
Perceh- Percen-
t et tile t cf tile 
Rank Rank 
-- -- -- 3 161 100 
-- -- --
2 1 8 98 
1 16l 100 ~ 186 ~l 1 16 99 183 
2 165 ~~ tt 177 93 1 163 1l3 6~ 4 162 97 4 1 9 
1 158 ~~ 12 165 86 6 157 1~ ~~ 80 6 1(1 90 76 ~ 1 5 87 14? li 1iji 84 3 126 
6 133 80 11 123 64 
3 127 76 10 112 59 
6 12! 74. 8 102 ~~ 5 11 u 12 ~~ 12 113 5 li-5 1 101 60 6 ll 5 ~~ 56 36 10 ~~ 10 62 32 8 79 11 ~i 27 9 z~ 43 8 21 10 37 9 ~' 17 10 ~ 31 7 13 13 25 ~ 17 b 7 29 17 12 
8 22 13 1 6 3 
1 14 8 2 5 3 
2 7 4 1 3 2 
3 5 3 a 2 1 
2 2 1 
-- -- --
TABLE 9 
FREQUENCY DISTRIBUTION AND PERCENTILE RANKS OF SCORES 
OF CLASSES ON PRONUNCIATION WITH FOLLOW-UP ACTIVITY 
LED BY FLUENT AND NON-FLUENT TEACHERS 
Non-P'luent Fluent 
Score 
Percen- Percen-
r cf tile r cr tile 
Rank Rank 
20 6 167 100 12 191 100 
19 19 161 96 29 179 9q. 
18 30 142 85 36 150 79 
17 36 112 6-7 40 114 6o 
16 26 76 46 34 74 39 
15 24 50 30 18 40 21 
14 19 26 16 12 22 12 
13 2 7 4 9 10 5 
12 3 5 3 1 1 1 
11 2 2 1 
-- -- --
56 
~core 
~ 
~~ 
~b 
~~ 
33 
32 
31 
30 
~' ~l 
i~ 
23 
22 
21 
20 
i3 
iZ 
i~ 
13 
12 
11 
10 
6 
7 
2 
TABLE 10 
FREQUENCY DISTRIBUTION AND PERCENTILE RANKS OF SCORES 
OF CLASSES ON RHYTHM AND INTONATION WITH FOLLOW-UP 
ACTIVITY LED BY FLUENT AND NON-FLUENT TEACHERS 
Non-Fluent Fluent 
Percen- Percen-
t cf tile t ct tile 
Rank Rank 
-- -- --
2 191 100 
-- -- --
2 189 99 5 167 100 
-- -- --~ 162 97 3 187 98 159 95 5 184 96 
~ 155 93 12 179 94 m ~~ 4 167 87 160 84 
8 1~ 85 9 1~6 82 12 134. 80 11 1 b 77 7 122 l~ 11 13 l~ 12 115 15 125 
4 103 62 13 110 58 
9 99 5~ 6 97 ~ 8 60 & 6 A~ 9 2 6 t 3 73 9 79 
z l~ lj.2 10 zg 37 37 9 31 6 [5 33 7 ~ 27 5 ib 3 23 2 ~ ~ ra 21 3 25 20 5 ~ 23 5 32 17 6 20 5 27 14 1 iZ 3 22 12 ~ 27 3 i~ 10 22 13 1 8 
3 18 11 f 15 8 1 i~ 6 10 5 tt 2 6 3 10 6 2 4 2 
-- -- --
1 2 1 
1 6 4 1 1 1 
3 5 3 -- -- --2 2 1 
-- -- --
57 
Score 
6o 
§~ 
§l 
g~ 
53 
52 
51 
~0 ~ 
ftl ~ tt~ ~ 
~6 §l 
j~ 
.33 
32 
31 
30 
29 
28 
~l 
~[ 
23 
22 
21 
20 
18 
12 
TABLE 11 
FREQUENCY DISTRIBUTION AND PERCENTILE RANKS OF SCORES 
OF CLASSES ON TOTAL EXPRESSION WITH FOLLOW-UP 
ACTIVITY LED BY FLUENT AND NON-FLUENT TEACHERS 
Non-Fluent Fluent 
Perc en- Percen-
f cf tile t cf tile 
Rank Rank 
-- -- --
2 1~1 100 
-- -- -- 1 ~~ 1 16b 100 1 is~ 2 16 ~~ 3 187 98 4 164 2 181J_ 96 1 160 96 3 182 ~~ 3 156 95 7 179 5 15 93 7 1b2 90 8 1~1 6g ·a 1 5 86 q. 1 3 
. 1~ 157 82 7 139 83 152 80 
7 132 79 9 138 l~ 8 12.5 15 9 129 6 117 zg 10 120 63 b 111 5 110 58 102 61 7 105 55 10 ~~ .57 11 ~~ ~t 6 ~ 9 7 80 12 l~ 41 8 l§ 44- 9 35 10 39 2 .57 .30 1 ~~ 3.3 2 55 ~ 4 32 9 ~ 7 ~~ 30 7 23 3 26 ~ ~4 i6 t 24 37 22 2 30 16 33 20 
f 
28 \ 1.5 
' 
i2 il 2.5 13 21 11 
1 22 13 17 6 3 21 13 2 11 
3 18 11 1 6 ~ 3 15' 9 1 3 12 7 
-- -- --2 9 5 2 7 4 
-- -- -- 4 5 3 1 l tt -- -- --2 
-- -- --2 4 2 
-- -- --1 2 1 
-- --
--1 1 1 
-- --
--
--
-- -- 1 1 1 
58 
Score 
33 
30 
~3 
~l 
~' 23 22 
21 
20 
i6 
il 
i~ 
13 
12 
11 
10 
3 
b 
~ 
3 
2 
1 
0 
i'ABLE 12 
FREQUENCY DISTRIBUTION AND PERCENTILE RANKS OF SCORES 
OF CLASSES ON DIALOGUE WITH FOLLOW-UP ACTIVITY 
LED BY FLUENT AND NON-FLUENT TEACHERS 
Non-P1ttent Fluent 
Percen- Perc en-
t ct tile t cf tile 
Rank Rank 
-- -- --
1 191 100 
-- -· ·-
1 1~0 99 
-- ·- --
1 1 9 99 
.. 3 188 98 -- -- --
-- -- --
2 18.5 ~I 1 164 98 1 183 
1 163 98 2 162 ~' -- -- -- 2 160 2 162 9l 1 176 93 3 16o ~4 ~ 177 93 3 1.57 172 ~0 2 1.54 92 6 166 
1 1.52 91 1 16o 64 
4 1~1 Ag 6 1.59 63 3 1 1 9 i~ 60 3 1~ 86 .5 7.5 
3 141 64 11 136 1,3 g 138 83 13 12 133 80 b 11.5 66 
8 128 77 1.5 1~4 a 4 120 z2 7 7 116 6~ 9 87 5 10~ 8 78 41 l 10 62 tt l& 37 99 §2 3.5 4 ~§ 11 62 32 8 E~ 9 ~ 27 .5 61 11 22 1.5 lt b 31 16 l 37 22 12 ~ 32 5 16 8 4B 29 11 11 6 
59 
TABLE 13 
FR~UENCY DISTRIBUTION AND PERCDTILE RANKS OF SCORES 
OF CLASSES ON TOTAL USAGE WITH FOLLOW-UP ACTIVITY 
LED BY FLUENT AND NON-FLUEN'l' TEACHERS 
Non-Fluent Fluent 
Score 
Percen- Percen .. 
r cr tile r cr tile 
Rank Rank 
86-88 
-- -- --
1 54 100 
83-85 
-- -- --
2 53 ~6 80-82 1 53 100 1 51 
74-76 2 52 99 3 ~~ 96 7 -7 1 ~0 99 3 94 
u-73 1 98 3 ~ ~~ 
-zo 2 ~ 95 2 65- 7 3 6~ 3 5b 82 62-64 3 tt~ 3 ~ ~b-61 3 81 3 33 5 -58 3 54 l5 3 30 '~ ~~3-55 3 ~ 3 27 o-~2 3 31 3 24 36 4-7- ~ 3 28 3 21 31 ~-Ji. 3 25 39 3 18 26 ~~·43 3 22 )1 3 15 19 38-J.i.O 3 16 23 2 12 13 
.35-37 2 1 18 2 10 10 ~2-34 3 14 14 3 8 6 
2i·31 3 11 9 1 ~ 4 ~I -28 3 8 ~ 2 2 ~3-25 2 5 1 2 2 ~0-22 3 3 1 0 0 1 ~7-16 -- -- -- 0 0 1 14-1 -- -- -- 1 1 1 
TABLE 14 
MEDIAN SCORES OBTAINED BY CLASSES LED BY FLUENT AND 
NON-FLUENT TEACHERS ON THE SEVERAL TESTS 
Median Scores Median Scores 
Teat Non-Fluent Teachers Fluent Teachers 
Comprehension 15 20 
Pronuneiation 16 17 
Rhythm and Intonation 26 28 
Total Expression 43 44 
Dialogue 5 11 
Total Usage 50 56 
6lL 
Tables 15 and 16 present the means of each of the classes 
used in the analysis of variance on eaeh of the French tests. 
(A set of 10 numbers was assigned to each experimental cate-
gory for coding purposes. These numbers are indicated in the 
lett-hand column.) Eaeh class mean is equivalent to an in-
dividual score in the computations. Considerable variability 
will be noted on class means on particular tests--comprehension, 
pronunciation, and dialogue. Inspection indicates greater 
variation among classes led by non-fluent teachers, suggest-
ing possible differences in performance by the respective 
teachers in their follow-up activities. 
TABLE 15 
CLASS MEANS ON TES'!S OF FLUENCY BY EXPERIMENTAL TREATMENT 
FLUEliT TEACHERS 
Teacher Practice Tape Recordings 
Train- Rhythm Rhythm 
1ng Class Compre- Pronun- and Class Compre- Pro nun- and hension elation Into- hension elation Into-
nation nation 
21 24.1 15.9 28.6 11 17.5 lb.l 27.8 Teacher 22 20.1 17-~ zb.9 ~ 13.8 1 ·9 19.4 Pro- ~k 19.5 15. 2 .1 16.1 16.3 31.3 grams 23.8 16. 27-k 20.5 17.8 21.5 23.9 16.4 29. 16 26.1 17.8 29.0 
Mean 22.4 16.3 28.3 18.8 17.2 25.8 
itt 25.0 15.9 28.5 ,31 11.4 15.1 19.6 ~0 19.8 17.5 27.7 32 20.4 1b.l 29.3 Pro- tt~ 13.7 17.0 14.6 34 10.9 1 ·9 23.0 grams 22.5 18.9 30. 5~ 13.9 16.9 26.6 48 27.0 17.9 28.6 16.7 17.3 23.0 
Mean 21.6 17.4 26.1 14.7 16.7 24-3 
NON-FLUENT TEACHERS 
61 18.8 16.4 21.1 51 10.8 1~.8 13.9 ~eache:r 62 17.8 17.0 23. ·. 52 17.3 1 ·t 27.3 ~ro- !~ 19.7 17.6 31.~ §~ 14.5 lb. 25.6 grams 11.7 15.8 26. 17.0 1 -~ 28.8 19.7 16.4 32.0 51 24.8 15. 28.3 
Mean 17.6 16.6 27.0 16.9 15.9 24.8 
82 10.1 15.9 27.3 71 24.2 16.9 26.6 
No ~~ 10.5 18.1 1b.a 72 10.7 18.1 28.~ Pro- 24..2 15.9 2 .6 74 12.0 lz.3 16. grams 86 20.4 16.3 19.8 +i 13-~ 1 .5 28 .lj. 87 23.7 17.1 29.1 12. 17.5 27.3 
Mean 17.8 16.7 24.5 14.5 17.3 25.5 
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TABLE 16 
CLASS MEANS ON TESTS OF FLUENCY BY EXPERIMENTAL TREATMENT 
FLUENT '.rEACHERS 
Teacher Practice Tape Recordings 
Train- Total Dia· Total Total ing ~lass EXpres- logue uaage Class E:¥res- Dia- Total sion s on logue Usage 
21 44.5 13.1 57.6 11 ~9 17.3 62.1 Teacher 22 47-9 10.0 57-9 i~ ~ :3 8.~ 4[.0 Pro-
* 
lj.1.5 18.0 59-5 1-5 1· grams frio 13.8 57.8 15 ~6:§ 10.~ ~9:6 1i- :o 13.1 59.1 16 15. 2.3 
Mean 44.8 13.6 58.4 4,3.0 11.9 54.8 
~1 ftl5·4 1,.8 58.1 31 ~%:~ 2.4 39.6 No 44 ij, • 2 1 .7 5~.8 32 8.9 ~·9 Pro- ft~ ~1-9 2.5 3 .4 ~~ ~9-9 1.1 .o grams b.5 18.6 68.1 3.5 10.6 ~4-1 ~ lfJ .5 22.8 69.3 36 40.3 9~5 9.8 
Mean 43-5 14.5 57-9 41.0 6.5 48.1 
NON-FLUENT i'EACHERS 
61 ~8-7 19.0 r1 51 28.6 3.6 ~2.3 Teacher 62 0.6 8.8 9-4 52 ~-7 5.9 8.6 
Pro-
M 
Ji.7.6 14.9 3.3 ~~ ~-3 ~-3 42.8 grams lj.?.1' o.o 42.1 ·9 1 .3 59.1 48.4 11.4 57.7 57 43-7 19.1 62.9 
Mean 43.5 10.8. 54.0 4o.6 9.2 49-1 
82 43.1 1.0 4,4..1 71 ttl:~ 15.3 58.8 No ~~ ~-6 1.4 34.0 72 1.2 51.2 Pro- .5 12.1 5 .6 74 33.3 4-4 38.9 grams 86 ~6.0 21.4 57.4 +l tt·o 5.3 ~0-3 87 6.3 12.1 57.0 .8 2.0 6.8 
Mean 4J,.1 9.6 so.4 ij.2.6 5.6 49.2 
The classroom teachers were instructed to rank the pupils 
in their class by quartiles in academic achievement, based on 
achievement test data where available, or their personal judg-
ment where not. The initial design or the experiment did not 
call tor a comparison of achievement in French with general 
scholastic achievement, but during the course of the school year, 
a question more and more frequently raised by school superin-
tendents concerned possible bases tor selection of pupils for 
participation in the French instruction. To provide a pre-
liminary answer to the question pending the availability of 
more precise :measures, teacher rankings of achievement and pu-
pil enthusiasm for Frenoh were obtained. Tables 17 to 20 pre-
sent mean scores on tour of the criterion groups of children 
ranked low, average, and high in achievement, and low, average, 
and high in willingness to try. In the latter ranking, the 
teachers were instructed to forget academic achievement and 
rank the children on their willingness to try without being 
concerned about the failure of their efforts. Thus the lowest 
quarter in Table 19 includes children who are hesitant or re-
luctant to try while children who are eager and enthusiastic 
are in the top quarter. Nothing is known of the reliability 
ot the particular measures other than what may be inferred 
from knowledge of teacher grading of achievement in general. 
TABLE 17 
MEANS AND STANDARD DEVIATIONS ON FLUENCY IN FRENCH 
OF PUPILS RANKED BY ACADEMIC ACHIEVEMENT 
Rank in Academic Achievement 
Test Low Average High Bottom Quarter Mid•Half Top Quarter 
Mean S.D. Mean S.D. Mean S.D. 
Comprehension 15.6 6 • .3 17.9 7.2 19-7 6.8 
Total Expression 39.3 9.2 42.6 8.9 45.2 7.5 
~ialogue 7.8 6.7 9.1 7.8 11.1 8.1 
Total Usage 47.3 13.7 51.7 13.6 56.2 12.0 
N ot Children 86 146 125 
TABLE 18 
TESTS OF SIGNIFICANCE OF DIFFERENCES IN FLUENCY IN FRENCH 
BETWEEN GROUPS DIFFERING IN ACADEMIC .ACHIEVEMENT 
Low vs. Av. Av. vs. High Low vs. High 
Test 
DM oD)( t Dx rnM t DM IDM t 
Comprehen- 2 • .3 .91 2.5 1.8 .84 2.1 4.1 ·91 4.5 
sion P.05 P.05 P.OOJ 
Total Ex- 3·3 1.24 2.6 2.6 1.0 2.6 5.9 1.2 4.9 
pression P.Ol P.01 P.OOl 
Dialogue 1 • .3 ·97 1 • .3 2.0 ·96 2.1 3.3 1.02 3.2 
N.S. P.05 P.Ol 
Total Usage 4.4 1.85 2.3 4.5 1.5.3 2.9 8.9 1.82 4·9 
P.05 P.Ol P.OOl 
67 
TABLE 19 
MEANS AND STANDARD DEVIATIONS ON FLUENCY IN FRENCH 
OF PUPILS RANKED BY WILLINGNESS TO TRY 
Rank in Enthusiasm 
Test Low Quarter Mid-Halt' Top Quarter (Hesitant) (Average) (Eager) 
Mean S.D. Mean S.D. Mean S.D. 
pomprehension 15.9 6.1 17.5 6.8 20.6 7.0 
~ota1 Expression 39.6 8.6 42-3 8.6 45.4 8.3 
Dialogue 7 .q. 7.2 8.6 6.8 12.4 8.4 
~ota1 Usage 47.0 12.8 51.1 12.6 57.7 13.2 
N ot Children 86 156 115 
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TABLE 20 
TESTS OF SIGNIFICANCE OF DIFFERENCES IN FLUENCY IN FRENCH 
BETWEEN GROUPS DIFFERING IN WILLINGNESS TO TRY 
Hesitant Average Hesitant 
vs. VS. vs. 
Test Average Eager Eager 
DM IDM t DM IDv t DM di)M 
Comprehen- 1.6 .8.5 1.9 3.1 .92 3.3 4.7 -92 
sion P.lO P.01 
Total Ex- 2.7 1.1.5 2.3 3.1 1.08 2.8 5.8 1.20 
pression P.05 P.Ol 
Dialogue 1.2 
-9.5 N.S. 3.8 -9.5 4.0 5.0 1.10 
P.OOJ 
Total Usage 4-1 1.72 2.3 6.6 1.60 4.1 10.7 1.88 
P.05 P.OOJ. 
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t 
5.1 
P.OOl 
4.8 
P.OOl 
4-.5 
P.OOJ 
.5.7 
P.OOl 
Eleven of the twelve differences tested in Table 18 are 
significant at the .05 level of confidence or greater, with 
1 of these significant at the .01 level. In Table 20, which 
compares differences in willingness to try with differences 
in learning of French, 10 of the differences are significant 
at the .05 level or better, with 6 of these significant at 
the .001 level of confidence. The reader will note that the 
number of cases in each category does not divide itself 
evenly. This results from the fact that only cases on which 
complete data were available were used in this computation, 
although the children in the total sample were evenly divided. 
On the total usage score, which shows the greatest differences 
in score points, the lowest quarter of the class in achieve-
ment scores at the fortieth percentile in usage; the mid-half 
averages at the fitty-tirst percentile; and the top quarter 
scores at the sixtieth percentile, indicating the differences 
in French to be less than the differences 1n achievement. 
The comparison is equivalent on rating of willingness to try. 
On dialogue the differences between the quarters on achieve-
ment in French is even less, being separated by only 10 
percentile points. Differenees of this magnitude do not seem 
to justify separation on either criterion for participation 
in foreign language instruction. 
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Tables 21 to 26 present the analyses of variance of the 
effects of the three independent variables: teacher fluency, 
teacher television programs, and kind of practice on each of 
the criterion measures. Main effects and interactions are 
indicated. Only~ur of the effects are statistically signifi· 
cant. Comprehension of oral French was affected significantly 
by the kind of practice experienced. Both fluent and non-
fluent teachers achieved better comprehension with their classes 
where they directed their own practice than did those using tape 
recordings tor follow-up practice. Secondly, pronunciation of 
French was affected by the iftteraction of all three independent 
variables, but in an inverse direction when differences 1n 
fluency of teachers 1s compared. Apparently, fluent teachers 
achieve a better pronunciation with their pupils where they 
are free to organize their own practice without the benefit 
of the teacher-training programs by television. Those view-
ing the teacher-training programs did better using the tape 
recordings. !his suggests paradoxically a conflict between the 
programs and the teacher practice, with viewing of the former 
inhibiting the latter. The effects are the opposite with non-
fluent teachers. Where they are responsible for organizing 
their own practice, the programs may or may not be utilized, 
but lacking the programs, practice had best be by means of tape 
recordings. It would appear that the teacher programs are more 
useful to the non-fluent teachers, although it is the interac-
tion of all three variables and not the main effect that pro-
duces the significant difference. However, teacher programs 
alone approach significance. 
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TABLE 21 
ANALYSIS OF VARIANCE OF EFFECTS OF TEACHER FLUENCY, 
TEACHER TV PROGRAMS, AND KIND OF PRACTICE 
ON COMPREHENSION OF FRENCH 
~ource of Variation dt Sum of Mean F Value Squares Square 
Teacher Fluency 1 72.09 72.09 3.10 
Teacher Programs 1 31.1.5 31.15 1.34 
Kind of Practice 1 130.68 130.68 4.08* 
Fluency x Programs 1 4-97 4.97 .21 
Fluency x Practice 1 27.39 27.39 1.18 
Programs x Practice 1 22.05 22.05 
-9.5 
Fluency x Programs x 
.34 .34 Practice 1 .02 
Residual 32 744-57 23.27 
Total 39 10332 • .$0 
*Significant at .05 level of confidence. 
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TABLE 22 
ANALYSIS OF VARIANCE OF EFFECTS OF TEACHER FLUENCY, 
TEACHER TV PROGRAMS, AND KIND OF PRACTICE 
ON PRONUNCIATION OF FRENCH 
Source of Variation df Sum of Mean F Value Squares Square 
Teacher Fluency 1 .81 .81 1.11 
Teacher Programs 1 2.4.5 2.45 3.36 
Kind of Practice 1 .002 .002 .003 
Fluency x Programs 1 .38 .38 .52 
Fluency x Practice 1 .03 .03 .04 
Progrwms x Practice 1 .o6 .06 .08 
Fluency x Programs x 
5.55 5.55 7.6o* Practice 1 
Residual 32 23.42 .73 
Total 39 32.70 
*Significant at .01 level of confidence. 
7'Ji. 
TABLE 23 
ANALYSIS OF VARIANCE OF EFFECTS OF TEACHER FLUENCY, 
TEACHER TV PROGRAMS, AND KIND OF PRACTICE 
ON FRENCH RHYTHM AND INTONATION 
Source of Variation df Sum of Mean F Value Squares Square 
Teacher Fluency 1 4.42 4.42 .19 
Teacher Programs 1 18.91 18.91 .so 
~ind of Practice 1 18.91 18.91 .so 
~luency x Programs 1 2.55 2.55 .11 
Fluency x Practice 1 5.85 5.85 .25 
Programs x Practice 1 9.90 9.90 
-42 
Fluency x Programs x 
3.78 3.78 .16 Practice 1 
Residual 32 752.20 23.51 
Total 39 816.52 
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TABLE 24 
ANALYSIS OF VARIANCE OJI EFf,EC'fS OF TEACHER FLUENCY, 
TEACHER TV PROGRAMS AND KIJD OF PRAOTICE 
ON TO!AL EXPRESSIOi (PRONUNCIATION PLUS 
RHYTHM AND INTONATION) 
Source of Variation elf' Sum of Mean F Value Squares Square 
Teacher Fluency l 11.99 11.99 .47 
Teacher Programs l 8.)7 8.37 .33 
Kind ot Practice 1 20.02 20 .. 02 .78 
Fluency x Progra~ 1 5.11 S.ll .20 
Fluency x Practice l 5.70 5.70 .;22 
Programs x Practice 1 8.)7 8.37 .)J 
Fluency x Programs x 
16.00 16.00 .62 Practice 1 
Residual 32 820.74 2$.65 
Total 39 896.)1 
TABLE 25 
ANALYSIS OF VARIANCE OF EFFECTS OF TEACHER FLUENCY, 
TEACHER TV PROGRAMS, AND KIND OF PRACTICE 
ON SPONTANEOUS USAGE . (DIALOGUE) OF FRENCH 
Source of Variation df Sum or Mean F Value Squares Square 
Teacher Fluency 1 78.12 78.12 2.01 
Teacher Programs 1 54.52 5lt-.52 1.4J. 
Kind or Practice 1 141&.. 78 144-78 3-73 
Fluency x Programs 1 .06 .06 .001 
Fluency x Practice 1 10.71 10.71 .28 
Programs x Practice 1 46.87 46.87 1.26 
Fluency x Programs x 
49-51 49.51 .25 Practice 1 
Residual 32 1241.24 38.79 
Total 39 1585.81 
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TABLE 26 
ANALYSIS OF VARIANCE OF EFFECTS OF TEACHER FLUENCY, 
TEACHER TV PROGRAMS, AND KIND OF PRACTICE 
ON TOTAL USAGE (DIALOGUE PLUS 
TOTAL EXPRESSION) 
Source o~ Variation dt Sum ot Mean F Value Squares Square 
Teacher Fluency 1 167.69 167.69 2.04 
Teacher Programs 1 71.56 71.56 .87 
Kind of Practice 1 239.61 239.61 2.92 
Fluency x Programs 1 8.01 8.01 .10 
~luency x Practice 1 33.67 33.67 .4.1 
Programs x Practice 1 }f..l6 4.16 .05 
Fluency x Programs x 
61.75 61.75 Practice 1 .15 
Residual 32 2626.17 82.07 
Total 39 3212.62 
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The intercorrelations between the several measures used in 
the study are presented in Table 27. Several are of particular 
interest. Intelligence as measured by the Otis Beta Test shows 
little relationship to achievement in French as measured by the 
testa and ratings scales devised for this eXperiment, the high-
est r being .12. For televised French instruction by the oral-
aural method, intelligence test score does not appear to be any 
better, in fact not as good a predictor,aa either general 
academic achievement or willingness of the pupil to try. The 
greatest meaningful ~orrelation is between comprehension on 
the group test and dialogue on the individual test. The ex-
planation is obvious. Lacking comprehension, the child has 
difficulty understanding the questions, and as a result is 
less likely to respond with anything approximating a correct 
answer. Two illustrations that come immediately to mind were 
common errors in responses to two items, one in the repetition 
phase of the test, the other in dialogue. Children frequently 
repeated, "Dessinez un poisson" as "Dessinez un oiseau." The 
. .. 
question "C.ombi.en de doi.gts avez-vous?" (How many fingers have 
you?) was frequently understood as "Combien de toits avez-
vous?" (How many roofs have you?). 
The correlations between rhythm and intonation and both 
total expression score and total usage score are spuriously 
high by virtue of the fact that the rhythm and intonation 
score comprise• two-thirds of the total expression score and 
one-half .of the total usage score. 
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IBeta Score 
Comprehension 
Pronunciation 
!Rhythm and 
Intonation 
1Tota1 
:xpression 
ialogue 
ota1 usage 
TABLE 27 
INTERCORRELATIONS OF TEST SCORES 
Beta 1 Compre- 1 Pronun-
Seore hension oiation 
I 1.0 'i--... .09 .06 .11 
I .09 1.0 .20 .41 
.06 .20 .30 
.11 .41 .30 
.12 
.42 
.48 
.98 
.12 .42 .48 I .98 I~O 
.02 .72 .16 I .35 I .35 
.08 .68 I .39 I .82 I .84 
Dialogue 
I .02 
I .72 
.16 
.35 
I .35 
"'" 1.0 
I 
I 
I 
I 
Tot a 
usag 
.08 
.68 
.39 
.82 
.84 
.80 
.....J 
co 
In both of the total scores used previously, the rhythm 
and intonation score contributed heavily to the test variance. 
Inability to separate imitative capacity from gains from in-
struction seemed to not only reduce the usefulness of these 
scores but also total test scores as well. A third over-all 
score was total fluency: a combination of comprehension, 
pronunciation, and spontaneous usage. Table 28 reports the 
analysis of variance based on this score. Two of the main 
effects are significant at the .05 level ot confidence. 
High teacher fluency and teacher-d1~icted practice contributed 
independently of each other to greater fluency. Neither the 
teacher programs alone nor any of the interactions were sig-
nificant. 
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Source of Variation 
Teacher Fluency 
Teacher Programs. 
Kind of Practice 
Wluency x Programs. 
Fluency x Practice 
Programs x Practice 
~luency x Programs X 
Practice 
~esidual 
Total 
TABLE 28 
ANALYSIS OF VARIANCE 
TOTAL FLUENCY 
Sum of 
df Squares. 
1 551.3 
1 151.7 
1 506.2 
1 1.3 
1 44.3 
1 61.1 
1 8.4 
32 3010.8 
39 4337.8 
; 
; 
Mean 
Square 
551.3 
151.7 
506.2 
1.3 
44:.3 
63.8 
8.4 
94.09 
111.2 
*significant at .05 level of confidence. 
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F Value 
5.75* 
1.75 
5.25* 
--
.46 
.es 
--
--
Summary 
In concluding the analysis of the data several significant 
findings appear: 
a. Differences in the fluency of the teachers,when com-
bined with televised instruction in French by the 
aural-oral method, did not yield significant differ-
ences in the aChievement of fourth grade pupils on 
individual tests of comprehension, pronunciation, 
and rhythm and intonation. 
b. Total fluency of the children is affected independently 
at a statistically significant level (P.05) by kind of 
practice and degree of teacher fluency. The difference 
favors th6JDre,£luen~ teachers and teacher-directed 
practice. The teacher training programs did not pro-
duce a statistically significant transfer effect on 
the children's total f'luency (comprehension, pronun-
ciation, and-dialogue), nor was there any interaction 
between variables. 
c. Intelligence test score is not a good predictor of 
pupil achievement in French. 
d. Statistically significant differences in the achieve-
ment in French comprehension, dialogue, and total 
usage are associated with differences in general 
academic achievement, but the differences in French 
are considerably less than in achievement. 
e. Statistically significant differences in achievement 
in French in comprehension, dialogue, and total 
usage are associated with differences in the children's 
willingness to try. 
f. Teacher-directed practice combined with televised in-
struction in French produces greater comprehension of 
spoken French than does a practice involving repeti-
tion of the programs by means of tape recordings. 
g. Televised teacher-training programs and kind of prac-
tice combine with differences in teacher fluency to 
produce statistically significant differences in 
pronunciation, but the accuracy of pronunciation 
varies with teacher fluency. Fluent teachers are 
more effective directing their own practice without 
benefit of the televised teacher programs; non-
fluent teachers in the absence of the programs 
attain better pronunciation with their pupils 
through the use of tape recordings. 
CHAPTER V 
CONCLUSIONS AND SUMMARY 
Fifty-six fourth-grade classes participatbg in "The 21 
Inch Classroom" sponsored by WGBH-TV, Channel 2, Boston, 
viewed an elementary course in conversational French entitled 
"Parlons Francais." It consisted of two fifteen-minute pro-
grams telecast each week from September, 1959 to June, 1960. 
Weekly, late afternoon programs were telecast for teachers to 
familiarize them with the content and objectives of the week's 
programs and to provide them with basic drill to develop a 
familiarity with the new material. The purpose of this study 
was to appraise the ef'.fectiveness of the teacher-training 
programs by investigating certain of its e.f.fects on the skill 
developed by children. Brie.fly, the .fluency of the teacher, 
the transfer effect of the teacher programs, and the kind of 
practice engaged in were investigated in relationship to the 
progress made by the children in learning French. 
Procedure 
The .final sample treated statistically consisted of forty 
classes of fourth grade children selected from nine similar 
suburban communities in the Boston Metropolitan area. The 
classes were randomly assigned to one of eight categories in 
a 2x2x2 analysis of variance design. The independent variables 
consisted of two variations each of instruction, practice, and 
• 
teacher fluency in French. 
The two variations of instruction were television train-
ing of teachers by means of weekly programs versus no teacher 
training by television. The two variations of practice ex-
perienced by the pupils were teacher prepared and directed 
practice and recorded tapes of the audio portion of the tele-
vision programs. The two variations of fluency were those 
teachers judged fluent in pronunciation and usage and those 
judged to be non-fluent on the basis of especially constructed 
oral tests. Each teacher was then randomly assigned to one 
of the four experimental treatments. The effects of these 
variations upon the achievement of the children were measured 
at the end of one year's instruction. Each class was viewed 
as a single case with the score for the class being the mean 
score on a given group test. Effects were measured by a 
group test of word, phrase, and sentence recognition using 
matching and multiple-choice items. The child selected a 
drawing to match the words spoken in French. A random sample 
of children in all the classes was given individual tests of 
pronunciation, rhythm and intonation, and spontaneous usage. 
These were rated on a specially developed rating seale. 
Findings 
a. Differences in the ~luency of the teachers, when 
combined with televised instruction in French by 
the aural-oral method, did not yield significant 
differences in the achievement of fourth grade 
pupils on individual tests of comprehension, pro-
nunciation, and rhythm and intonation. 
b. Total fluency of the children is affected independ-
ently at a statistically significant level (P.05) by 
kind of practice and degree of teacher fluency. The 
difference favors the mre -~fluent teachers and teacher-
directed practice. The teacher training programs did 
not produce a statistically significant transfer 
effect on the children's total fluency (comprehen-
sion, pronunciation, and dialogue), nor was there any 
interaction between variables. 
c. Intelligence test score is not a good predictor of 
pupil achievement in French. 
d. Statistically significant differences in the achieve-
ment in French comprehension, dialogue, and total 
usage are associated with differences in general 
academic achievement, but the differences in French 
are considerably less than in aehievement. 
e. Statistically significant differences in aChieve-
ment in French in comprehension, dialogue, and 
total usage are associated with differences in the 
children's willingness to try. 
f. Teacher-directed practice combined with televised 
instruction in French produces greater comprehension 
of spoken French than does a practice involving 
repetition of the programs by means of tape record-
ings. 
g. Televised teacher-training programs and kind of 
practice combine with differences in teacher fluency 
to produce statistically significant differences in 
pronunciation, but the accuracy of pronunciation 
varies with teacher fluency. Fluent teachers are 
more effective directing their own practice without 
benefit of the televised teacher programs; non-
fluent teachers in the absence of the programs 
attain better pronunciation with their pupils 
through the use of tape recordings. 
Limitations of the Study 
a. Because the course in conversational French was new 
to the elementary grades this year, none of the 
teachers in this study had ever had an opportunity 
to teach French or to view a French course with their 
classes. Some of the teachers had never studied 
French before. In addition, for most or the teachers, 
participating in a research study was a new experience. 
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b. In the original design, it was decided to use three 
levels of fluency: highly fluent, moderately fluent, 
and non-fluent. However, ratings showed that none 
of the participating teachers could be rated as 
highly fluent. This category of high fluency had to 
be eliminated from the original design. 
c. This study was limited to the fourth grade only. It 
would be worth-while to compare contrasting grade 
levels to determine differences in achievement. 
~. Only suburban communities were included in this study. 
However, these are the kind of communities most likely 
to utilize French in the curriculum. 
e. One of the limitations of this study was the lack of 
control over teachers in th&ir follow-up practice. 
Greater homogeneity could probably have been obtained 
by more rigorous control and utilization of prepared 
instructional materials. However, in defense it mnst 
be acknowledged that the variations that occurred are 
likely to be typical of education in general. 
Though poorer experimentation it may be true to edu-
cation. 
Suggestions for Further Research 
a. In view of the critical needs and problems facing 
American schools, we find ourselves concerned with 
the following searching questions connected with 
the FL!S movement: 
1. Is the inclusion of a foreian language justifi-
able or are there more effective ways to accom-
plish the purposes of the goals of such instruc-
tion? 
2. How does the inclusion of a foreign language 
affect achievement in other areas? 
3. How does the inclusion of a foreign language 
affect children's interests and attitudes toward 
other cultures? 
4. In what grade should foreign languages be intro-
duced to produce optimum results? 
5. Should foreign languages be taught in all 
schools to all children in all communities? 
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6. Which language will the children use most 
effectively in today's world? 
b. The pace of reading and writing practice and the 
most effective place in the foreign language program 
to introduce reading and writing vary greatly among 
the specialists in the FLES movement. The total 
length of the foreign language program is a major 
factor in the decision when, and how, and how in-
tensively to supplement the oral work of the be-
ginning stages. 
If our accomplishments in this area are meager it need 
not cause us undue discouragement but rather a reason for 
modesty, tolerance, and renewed dedication to the scientific 
and humane pursuit of knowledge and understanding in all 
things. 
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APPENDIX A 
LETTER TO SUPERINTENDENTS 
Dear Sir: 
THE MODERN LANGUAGE PROJECT 
172 Newbury Street 
Boston, :Mass. 
August 15, 1959 
We are inviting a restricted number or school systems to 
participate in a r••••roh project during the coming school 
7ear to measure the effectiveness of our program of teacher 
training by television. We would like your system to partici-
pate in the research. We seldom have an opportunity to sys-
tematically determine if a given teacher-training program 
results in any changes in the learning of children. The Modern 
Language Project's plan provides an unusual opportunity. 
As you know, the direct instructional program in conversa-
tional French for elementary school children provides two 
fifteen-minute programs per week or direct instruction for the 
children. In addition we are offering the classroom teachers 
an additional half-hour of training per week through a broad-
cast every Monda7 afternoon. We believe this offers an excel-
lent opportunity to me_asure the car17-over effects of this 
training and a chance to answer the following questions: 
1. Do the classes of the teachers participating in the 
weekly television training program acquire greater 
fluency than those classes whose teachers learn 
with their pupils? 
To answer this we propose to compare the oral lan-
guage skills in spoken French of two groups ot 
classes--those whose teachers have had the teacher 
training program with an equal number o~ classes 
whose teachers learn to speak French ~rom the di-
rect broadcasts. 
2. What e~~ect does the previous training o~ the teacher 
in French have upon the oral language skill o~ her 
pupils? 
Most teachers who have studied French in high school 
or college have been instructed by the traditional 
grammatical method. They have developed varying 
degrees o~ fluency in the language. We would like 
to determine i~ teachers with greater degrees o~ 
~lueney in French make more progress with their chil-
dren than those who have had little or no previous 
experience with French. It is entirely possible that 
the untrained teacher may make greater progress be-
cause o~ the absence ot faults or pronunciation. 
Either way, it is an interesting and worth-while 
question. 
3. The third question is whether or not teacher-directed 
practice results in greater pupil fluency than repe-
tition o~ the audio parts or the TV program. We 
assume that most classes will provide short practice 
periods tor classes on days on which there are no TV 
broadcasts. We plan to provide a number o~ classes 
with tape recordings ot the broadcasts which the 
teacher may repeat in part or whole for additional 
practice. Presumably live practice directed by the 
teaCher should develop greater spontaneous usage 
than repetition by tape recording. It may be that 
spontaneous usage will be greater but pronunciation 
not as accurate. 
I'm sure you will agree that the questions are interesting 
and important. We need forty teachers and their classes to 
effectively carry out the research which is being supported by 
a grant from the u. s. Office of Education under the National 
De~ense Education Act. We desire teachers who are interested 
in the project and in participating in the research. The 
research project will make very little demand on their time, 
other than viewing the weekly teacher training programs. We 
are selecting our classes so as to reduce pre-testing to a 
minimum. By eliminating bilingual communities and utilizing 
a fifteen-minute screening test which will be administered by 
our area coordinators {whose regular task during the year is 
to assist teachers with the program) will insure that the 
classes are naive in French. Hence, we will measure their 
fluency at the end of the year and determine which groups have 
made the greater gains. The end of year tests will include a 
group test of word recognition of no more than a half-hour's 
length for all pupils and an individual tape recorded test of 
pronunciation (half-hour length) to be administered by the 
area coordinators to one-third of the pupils. By restricting 
ourselves further to fourth-grade suburban classes we reduce 
age-grade and socio-economic differences. We will use the 
Otis Beta IQ test to control the intelligence variable. All 
tests will be administered and scored by our area coordinators. 
The research will be conducted under the direction of Dr. Ralph 
Garry of Boston University School of Education. 
We are enclosing copies of this letter and an additional 
information circular which we hope you will forward to any and 
all fourth-grade teachers in your community whom you believe 
to be interested in participating in the research project. In 
the meantime would you return the enclosed postcard giving us 
your estimate.of possible participation in order to help us 
formulate plans? We will contact you after school begins to 
make specific arrangements. 
Yours very truly, 
Gordon P. Silber 
Project Director 
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APPENDIX B 
TEACHER'S PERSONAL RECORD SHEET 
AND 
DESCRIPTION OF EXPERIMENTAL ASSIGNMENT 
.~'I !.)_:,-~'-J{.JU/· . .C .. J~ I)ll(~'tll~C'l: 
>'.;_-_·c~ ... .13 ... 'J s! ~r·J~'l' 
'~io.rking White col~;;u· 
ca the fourth gr:~~des in your school grouped'? 
Fro f., acl Pus,, 
11-19 
<2ny years instruction in French nave you }-ad in High School? _____ College!.. ... ~--~·~ 
u. s_;:-..10ak French? ( Cir·c.le) None Slig.l-ttly Moder;;J.tely Flut~n.tly 
i..fteEm r:rinute French programs for ch :..ldren will ba bro~'.c.tc~J:::;t e;~ch week~ 
15--30 r:;J.nutes :;;.v::tt1;,:lble for pr~ctice on two more d;;:.ys pe:c Yes 
1;; DR.I':A A r·1A .. 0 ON THE BACK Of T!il.::i PAGE OF Tiit. DIRECI'IONS 'I'U Y.OUH. SGI·001., 7 STAHT'ING 
fliE: NEl\ItEST J.t\JOR. iliGm>iAY OR THE CENTER OF TO.-INn 
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Modern Language Project - Experimental Study 
Basically the research phase of the Modern Language Project is 
an attempt to identify the factors which affect the learning or 
French by fourth graders and determine the degree of influence. 
We have chosen three factors which could influence the fluency 
of the children. 
1) The Teacher Programs 
2) The Kind of Practice 
3) The Fluency of the Teachers. 
THE TEACHER PROGRAMS. We assume the teacher programs 'to be an 
important phase of the project, but it may be that our assumption 
is in error or that our attempt to teach an unassembled class by 
television will prove ineffective. In order to test the value of 
the programs the forty-eight teachers will be divided into two 
equal groups. A. 
Using Teacher-programs. 
If this is your assignment we want 
you to watch the teaCh•r p~rams 
regularly on Monday ette~oon and 
utilize them in you~ wo~k with 
your class. Do not use any other 
means of learning French. 
B. 
Not Using Teacher Programs. 
If you receive this assignment, 
do not Tiew the teacher pro-
grams. Watch the children's 
programs with them and learn 
your French with them. Do not 
try to learn French by other 
means such as records. 
'TH! KI*D 0' PRAO~ICE. We plan to provide half the teachers with 
tape reo~rdings of the TV programs, so that any or all of them 
can be r•,layed in the classroom. Particular parts may be se-
lected tor repetition. '!'he other halt will be free to plan their 
practice session on the alternate days in whatever manner they judge to be most suitable. All teachers can use the Study Guide. 
Teacher-Planned Practice. 
Use two 15-20 minute practice 
periods per week, preferably on 
Wednesday and Friday. Organize 
the sessions in any way you deem 
desirable. Although ~ormal prac-
tice is restricted to the two 
additional periods, spontaneous 
usage by the children is to be 
encouraged at all times. 
~· 
Audio Tape Practice. 
You will receive a tape record-
ing of each week's programs. 
On two alternate days, prefer-
ably Wednesday and Friday play 
part or all of the tape again. 
It will probably be better to 
select particular segments for 
several repetitions rather than 
replaying the entire tape. A 
particular tape may be used on 
several days if the children 
need the practice. Encourage 
their spontaneous use or French. 
FLUENCY OF TEACHERS. Based on a simple screening test and your 
previous training in French, we will divide the teachers into those 
with little or no previous training and those with moderate fluency 
in Prench. In this way we hope to learn whether previous training 
is an asset or liability insofar as children's fluency is con-
cerned. It is entirely possible that previous French training of 
a grammatical nature may be detrimental. The research should tell. 
APPENDIX C 
FRENCH READING TEST 
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APPDDIX D 
TEST FOil ARTICULATION, RHYTHM, AND INTONATION 
ridus.l ~!'est "" Part A - Pronunciation 
~!.!i.~C.,!l~§:IJ?n: rrwsn ty i toms consisting of w Ol'ds ~.nd phrases s elected 
lS repl"eserlta:i.;ive of French sounds atypical of E11glish011 Scored 
r-ight or. wr•ong (0/1) if rn.atch tape .... reco!?ded model or not .. 
1. Mademoiselle 
2. une bille-
3... Monsieii'r 
4o une heura 
5o un ca'fifer 
6.. un avion 
7. lemouchoir 
8. Americain-
9. les eni'ants 
10.. vos cneveux 
11"" Madame 
12. fa ti vra 
13. ra porte 
14. lea mura 
15. une maison 
16~ le fermier 
17. le je.rdin-
18. larue-
19.. Bon-
20. aujo~'hui 
~~~~ Six sentences to be rated 0; 1~ or 2 depending upon degree 
~! uniformity of rate of eA~ression~ using model as pattern~ 
lo 
2. 
3. 
4o 
* 5. 
s. 
Le tambour est a moi .. 
Il fait mauvais aujourd~h~i. 
Simone est sage on classs. 
Je mats mon pantalon m&rron. 
Il s'appelle le Pare Noel. 
Donne~~moi le livre s'tl vous platt. 
rntonationo Eight sentences rated 0~ l~ 2~ or 3 dependent upon 
appropriaia use o~ pitch and duration to obtain authentic accent> 
stress# and melodic pattern in duplication o? modele (Sbal!ld it1me 
n:eael llpla;ing) 
•!} lo La sucette est rouge. 
2 .. Voila un drapeau amer-icain, 
* 
3.- Mon poisson s 1 appelle Pifo 
4~ A qui est ca chien noir? 
5o Qui veut cachar le mouchoir? 
6. Ltagent de police chercha mon lapin6 
* 
7. Dassinaz un poi~son. 
Bo La bicyclette eat -pour moi? 
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APPEIDIX E 
TEACHERS' PROGRAM 
STATION WGBH-TV Channel 2 
TEACHERS' PROGRAM 130 
(VTR: Wed. May 11 - Broadcast May 23) 
(corresponds to French 57-58) 
I. Introduction 
Children's Programs: 
1. 
{E.R.) - Numbers 30 - 40 • .. 
• 
• 
2. 
- Parts o£ the body 
1st week - Parts o£ the body .. .. - Guignol play: Scene II 
- Scene I o£ Guignol 
play 
• 
• 
.. 
• 
• 
• 
- Song: "Savez-vous 
planter ••• " 
- Parts of the body 
• 
• 
.. 
• 
• 
• 
- Numbers 25 - ~0 
2nd week 
- Guignol play 
- Dance 
• 
• 
• 
• 
• 
• 
- Film 
II. Drill on Lesson 26 
III. 
(A.S.} A. 
{A.S.) B. 
cs.o. & 
A.S.) 
Explain briefly, then drill 
Scene II: puppet play 
Doctor and Guignol {1) demonstrate, without book 
I have a headache 
a toothache 
etc. 
(2) drill scene II with book 
Drill on Lesson 27 
(s.o. & A.S.) A. with 2 people (?) 
(?) 
B. one person 
IV. Review of dance -
where to obtain record 
V. Remarks on Paris film- etc. 
VI. Wind up 
4:00 
4:00 
4:00 
5:00 
3:00 
1:00 
-
12:00 
8:00 
-
l05.i 
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CHILDREN'S SCREENING TEST 
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SCORE 10'1 
Boy Girl 
• .. Date: 
. ons: 
-
~ and length of residence or travel in France --T~~------·~~a~t~ion ____ _ 
tl.atives speaking French: P'thr llthr Grl' GrK Uno Aunt Ot.her 
oequency of usage: DaUy- Occasional Visits 
~e and length of school attendance re: French --~~~------~D~ur~at~i~o-n----
:tems 
m crayon 
m lapin 
mcanard 
m tambour 
Lea souliera 
les patins 
m cahier 
me brouette 
m mouchoir 
me sucette 
m chat noir 
m petit cochon , 
me belle paupee 
.e drapeau f'ranpais 
m cheval me'Caiitque 
D. pleut. 
D. sort de la maison. 
:S chat est dans la brouette 
Cl apporte des jouets. 
:.e cheval est sous l'a:rbre 
ail Pas 
meous Usage: bo you know allY' French words I haven't asked you? Tell me them. 
Do you know any more? 
Number of words o-4 5-10 11-19 20 or more 
Non-nmnt Limited Fluent 
1ciation Crude Fair ExceUent 
lOS 
APPENDIX G 
AUDITORY DISCRIMINATION TEST AND INSTRUCTIONS 
;ion: Auditory Discrimination Test - Part I 
•ribute Test bl.anks 
.e six words on board with answer spaces 
A B C 
padlock vegetable barberry 
jaguar gasping chigger 
ANSWER . SPACE 
A B ·c 
This is a test of how well you hear sounds. You are going to learn to speak French • 
. o this you have to }n"onounce different sollJlda. Listen to the words when I sa:j them 
d.<~ then find the word Which begins with the same sound as the ·word BALL. Padlock, 
table» barberry 9 which begins with the same sound as BALL. ·Barberry, the word in the 
·lumn begins with the same sound as BaJ.l so mark out the C space as I am doing (Mark 
swer space). 
h of the next three words begins with the same sound as GENERAL. Jaguar, gasping,· 
ger. Mark the answer space of the word that begins with the same sound as General. 
ar » the word in the A column begins with the same sound, so you should have marked 
A answer space. 
..( .. 
Arr:r questions? . Do~ you all understand how to mark the answer space to show which of 
three words has .the same beginning sound as the word I call out? 
·er arry questions and illustrate. 
I will say a word_, then pronounce the three words written on your test. You pick 
word that begins with the same sound as the word I sa:y and mark the ·answer space, 
r the first word, B for the second, and C for the third word. Ready. 
out each test word,jl and then the three items. 
e the following words on the board. 
A 
figure 
peacock 
B 
fault 
derrick 
c 
helmet 
pardon 
ANSWER SPACE 
A B C 
Now listen carefully. You are to find the word that begina and ends like the word 
:y. Which of the· next tbr>ee words begins and ends 1ik.e ?eiEr Figure, fault, helmet. 
t begins and ends like feet (circle the F and T) so you- should haVe marked the B 
e. Which of the next three words begins and ends like park: peacock, derrick, 
.on. Peacock begins and ends with the same sounds as park, so you should have marked 
A space. Do you all understand what to do? 
er arry questions 3 repeating instructions if necessary. 
I will say the word.\) then pronounce the three words written on your test. You 
:the word that begins with the same sound as the word I say and mark the &lJB1I8r 
l out each test word folioEd by the three items. 
,. 
no 
Boy Girl 
,: DA1'E: 
' 
l to the word the teacher speaks aloud, 'theri find the word with the letters which 
he same sound. Look at the first three words. 
WORDS ANSWER SPACE 
A B c. A B c 
1., padlock vegetable barberry 1. II II II 
2. jaguar gasping chigger 2. I i II II 
3. pushcart mountain barber 3o II II II 
4o pasture diligent crater 4. II II II 
5. tranquil familiar vagabond 5. II II II 
6. geyser capitulate petal 6. II !I il 
7. gasoline kerosene lariat 7. II II il 
8. fault weight vein 8. II II II 
9. document blossom plentiful 9~ II II II 
10. jonquils driftwood bronco 10. II II II 
u. camel vete::rran bedroom 11. II II II 
12. whistle tart danger 12. II II II 
13. board sorter paragraph 13. II IJ II 
14. chiffon charger slacker 14o II II II 
1.5. choice sofa blower 1.5. II II II 
16. meter naval gigantic 16. II II II 
17. negative mortal clarion 17. II II fl 
3ten carefully • You are to find the word that begins and ~ like the word you hear !0· 
>f the next three words begins and ends like feet? 
c A B 
18. figure fault helmet 18. II II II 
19o peacock derrick pardon 19. II II II 
20. frontier .frozen tradition 20. II II II 
21. davenport disease protect 2l. II II II 
22. claimed glistened glee 22. H 
" 
ll 
APPENDIX H 
GROUP TEST 
AND 
INSTRUCTIONS FOR ADMINISTERING 
lll 
On this page you are going to ma·(;ch a picture with a French ~;ordo 
r the p1.cture that tells what the French word iso Remember to look 
11 the pictures before you decide which ia correcto letqa try to do 
uple of them together for p1•a.ct:tcao Number 1 """'" les souliers (pause) c 
you all put a llUinber l und0:i:' this pit;ture 'i' (Exa.'Tliner holds up booldet, 
er 2 .,,_ un tableau. (p~uaa) o You should have put the 2 here under- t.h:h;; 
ure in the third roue· (She shoriS tha number under the cor1'-ect. pic·cur-e 
he class)o Do you e.ll m'"lderst.and what you are to do? Now wa liYill 
inue with number 3 """"_, un lapin 
i~ .,.., m1 chou 
5 
6 
• • .r 
u11e c.nem:mee 
uzte robe 
7 -~ une jupe 
9 un mouchoir 
10 ... ~ U:£i cahisr 
12 t.ln crayon 
13 t!il t<ambom~ 
lh <ii[.'l ,,~ Ull® table 
15 un canard 
11~ 
}'a:J(; {SQ(;r;Ji~:.·:~~~i~~J·i"C~:n. 
,-,y,~"-'r..::owo"•·"'""~'..>=~>;<::.!f'-· ._ . ..,..,.,,_.(.:.";•".;.· ~···· 
. hero under this p:i.ctura., (She sho1.·rs ·the correct picture v.rith the !.'lUJii'om.· 
'ith number 2 
3 
5 
6 
7 
9 
10 
chez le doctsur 
une g;cands porte 
dix doigts 
une pettbJ fille 
U.."'l petit oi.seau 
sh: heuree 
u11 chat no:i.r 
, 
une belle poupea 
ll.~ 
Tttrn your pa.r:e over so ·t.ha.t you have page 3 in front of ycu o 'fh~.z 
t I will aay a sentenoa in Frencho You are to listen caraf•Uly to the 
;ence~ decide which of the 3 pictures in each raw tells what the French 
;enca means, then put a cross under that picturao For example~ in the 
it rarA, if I say, "I.e garcon va a la ma.iaonfl' you would put a cross in 
~ 
block under the third pietureo retss do thato (She sho!-rs the cross 
r the picture to the class)o Are ther0 any questions? Letns look ~:t 
second row') Listen to the sentencec Then put a cross under the corret::ri~ 
ure o Ntu11bar 2 n joue avec un a.viono 
3 Jl a une SUCfJtte a la :m;dn., 
4 .,._ E:lle deasine une maiaonc 
Number 1 -- Ellc offaca le tableau,., 
2 1e chat est sur le toito 
3 Il l~ve la ma:lno 
l.t Lss livrsa aont sl.tr l.a t.ableo 
5 LG chien est sous l'arbreo 
Nuinbt!lr 1 -= Les fleurs sont sur le muro 
2 VoilS quatre moutonao 
A 
3 ""'·"" La lap:tn est dans la boiteo 
4 -- Lea enfants ragardent le chicno 
' ...... 5 -- gue montro sa robe a sa ntereo 
3e turn your papers over so that your name is on top and pass them 
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~· %)/ 
1 
4 
1 
2 
3 
t 1 I : 
5 
l J 
i I 
~ 
last Name 
Teacher 
School 
Grade 
First 
Date 
FAC-TEST 
This test may not be reproduced in part or whole without 
permission of author: 
© Edna Mauriello 1960 
1, 2 
3, 4, 5 
Total 
Sc 
c 
c 
c 
2 
\ 11 1 ; t ~ 
, .... 
I Q \ 
~~~ t I 2 
• "' 3 
' ~ 7 6 5 
3 
1 
2 
3 
4 
5 
-
M 
~ 
D 
ast Name 
eacher 
·chool 
;rode 
..... 
First 
~ 
·""' 
... !I 
Date 
FAC-TEST 
This test may not be reproduced in part or whole without 
permission of author : 
© Edna Mauriello 1960 
Score 
1, 2 I I 
3, 4, 5 1 
Total I 
I 
I 
I 
I I 
I I G 
I I J 
~ 
u 
--
l 
1 
r 
i:t 
~--
:!£ Ai'¥; ~ 
~ 
APPENDIX I 
INDIVIDUAL TEST 
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l!l7 
ill Test Teacher: 
' 
Pronunc .. I I Ptof\ 
ression "b ~7 
Child: Rhyt Int I I ~~~~ 
~ .1:.~ 
School: Total I I ~~~··~~ _B_ 31 
Tape # Begini I 1 End; I J I Dialogue I ' I 
lltion: Score as right (1) or wrong (0) if close to tape-recorded model or not 
~lle 
r 
0 1 0 1 0 1 
le mouchoir 
Ame'ricain 
les enfahts 
vos cheveux: 
Madame 
le livre 
ra p~te 
les murs 
une maison 
lefermier 
Maman 
larue 
Bon 
auj~d'hui 
1),~,, 
Rate 0 to 3 depending upon uniformity of rate of expression, using model as pattern. 
1alting) Irregular or Uniform, even rate; Native rhythm 
>ken as occasional breaks; Smooth now of and facility 
units. Regular but slow expression 
' 
0 .L 
' 
3 0 J. ~ 
1r est a moi Je mets mon pantalon gris 
>eau aujourd'hui Il s'appelle Jean 
" ~t sage en classe Donnez-moi le livre s 1il vous plait 
>n: Rate 0 - 3 depending upon appropriate use of pitch and duration to obtain 
authentic accent, stress, and melodic pattern in duplication of model. 
Lor less, mono-
>ression 
La loudness j 
;ch variation 
Rise or fall of pitch 
generally correct 
but limited variation 
Authentic variation 
in pitch pattern 
with correct usage 
of pitch and duratH n 
at end. of sense 
l:ll'~UDS 
Native melodic 
pattern of pitch 
:; 
0 l 2 3 0 1 2 3 
je est rouge. 
drapeau americain. 
s 'appelle Minet. 
~ ce chien noir? 
Qui veut cacher le mouchoir? 
L'agent de police cherche mon lapin. 
Dessinez un poisson. 
La bicyclette est pour moi? 
Rate the response to the question as follows 
~or a complete sentence, no errors, correct comprehension. 
)entence with word missing: error in number or tense. 
[f reply is a word or phrase, but not a sentenceJ comprehension ok, reply not. 
~o response or completely errone ous response. 
rous appellez-vous? 
avez-vous? 
~ est- ce aujourd'hui? 
)S fait-il? 
te freres avez-vous? 
0 1 2 3 0 1 2 3 
CombL.en font quatre et cinq? 
De quelle coul eur est le drapeau ~e • 
Combien de doigts avez-vous? 
De quelle couleur sont vos souliers? 
Comment s 1appell3 ~otre professeur? 
APPDDIX J 
STUDY GUIDE FOR TEACHERS 
PARLONS FRANCAIS--MANUAL I 
PARLONS FRANCAIS--MANUAL II 
na 
FIRST YEAR: WEEKS 1-15 
PARLONS 
fRANfAIS 
MODERN LANGUAGE PROJECT 
OF THE MASSACHUSETTS COUNCIL FOR PUBLIC SCHOOLS 
THE MODERN LANGUAGE PROJECT 
OF THE MASSACHUSETTS COUNCIL FOR PUBLIC SCHOOLS 
has as its objective the teaching of French to elementary 
school children through two 15-minute television lessons per 
week, with the help of classroom teachers. A weekly 30-minute 
television program for classroom teachers and the present 
teachers' guide are designed to aid them in making the most 
effective possible use of the lessons with their classes. The 
results achieved by the Project during its first year are 
being evaluated by specialists in educational research and 
measurement, using a sample representative of participating 
teachers and classes. 
During 1959-60 the Modern Language Project is supported 
by substantial grants from the Ford Foundation and the 
New Educational Media program of the Office of Education, 
Department of Health, Education and Welfare as well as by 
contributions from its parent organization, the Massachusetts 
Council for Public Schools, and from the 21-Inch Classroom. 
THE 21-INCH CLASSROOM 
is presented over WGBH-TV, Channel 2, Boston, by the 
Eastern Massachusetts Council for School Television. under 
the administration of the Massachusetts Executive Committee 
for School Television, which has been appointed by the Board 
of Education of the Commonwealth of Massachusetts to 
administer and coordinate in-school television projects. 
This guide is to be used only in conjunction with the 
television lessons to pupils and the television programs for 
participating teachers which are the central element in the 
Modern Language Project. It is not designed for use and. 
indeed. it could not be used successfully without the audio-
visual part of the Project. 
ACKNOWLEDGEMENTS 
The Lesson Contents of "Parlons Fran9ais" are the work of 
Anne Slack. the Project's Television Teacher. The form of their 
presentation in this guide and the accompanying materials 
which it contains are the work of Gordon R. Silber, the Project's 
first Director. with extensive contributions and assistance from 
Nancy R. Willard and Simone Oudot of the Project Staff. The 
cover was designed by Henry A. Steeger of the Massachusetts 
Council for Public Schools. 
Copyright 1959 by 
MODERN LANGUAGE PROJECT 
of the Massachusetts Council for Public Schools, 
172 Newbury Street, Boston 16, Mass. 
This guide is addressed to the classroom teacher. It is 
designed to be used with the two weekly classroom 
French lessons of "Parlons Fran~ais" and the weekly 
program for teachers, and will enable the classroom 
teacher to make the most effective possible use of the 
television French series with his pupils that his own 
interest and abilities permit. 
Whether he has an excellent background in French, or 
has had some study of French which he has now largely 
forgotten, or has not studied French at all, the teacher -
provided that he has a real interest in the idea of foreign 
language study in the elementary grades - can take 
part in "Parlons Fran~ais" and be confident that his 
participation can substantially increase the effectiveness 
of the television lessons and the resulting cxchievement 
of his pupils. 
When the television lessons of "Parlons Fran~ais" are 
used in schools where there is a foreign language 
program already in existence with language specialists 
doing the teaching, we believe that the specialists will 
find that this guide contains more than enough material 
and variety for their needs. Of course a considerable part 
of its contents is intended for the classroom teacher and 
will not be needed by these specialists. 
Foreign Language Learning in the Elementary Grades. 
Public concern about improving the competence of the 
rising generation of young Americans in communicating 
directly w.ith people in other countries has had a growing 
influence on the foreign language programs of our schools 
and colleges in the years since World War II. Along with 
this concern about being better able to use language as a 
means of communication has gone the conviction that it 
is an essential part of the education of every citizen to 
gain a more direct and realistic understanding of at least 
1 
one other culture than our own. It so happens that 
these convictions have gained wide acceptance among 
educators and public just at the moment when a revolution 
in our thinking about how to teach and learn another 
language has been taking place. The essential point in 
today's thinking about language learning is that the best 
way to begin is with the skills of listening and speaking, 
and that the skills of reading and writing, which were too 
often taken as the starting point in the past, should be 
deferred until after a solid basis is established in the areas 
of aural comprehension and oral skill. This revolution in 
our thinking about language learning has made it seem 
logical to teachers, administrators, and parents to begin 
foreign language study when the child's ability and 
curiosity in developing the skills of understanding and 
speaking any language that he can hear and mimic are 
at their height, and before the inhibitions of adolescence 
and diminishing audio-lingual flexibility come into the 
picture. This is the combination of events that has resulted 
in the introduction of foreign language study into elemen-
tary school programs in so many American communities. 
Grade Levels. The content of the television lessons of 
"Parlons Franc;ais" and the pace followed are planned 
with the use of the program in the fourth grade with 
normal follow-up by the classroom teacher in view. The 
program will be equally effective in third grade classes 
with normal classroom follow-up, though their teachers 
should remain alert to use and re-use the conversations, 
activities and songs that the third-graders are most 
enthusiastic about and should not push those that they 
find less appealing or slightly beyond their ability. 
If any schools decide to use "Parlons Franc;ais" in the 
second grade or lower, we believe that the teacher should 
call for active use of only the briefer language patterns 
and conversations, should be prepared always to take 
the lengthier role in dialogues, should cut down games 
and activities to their essentials, perhaps omit one or two 
of the songs, and discover for himself how long can 
profitably be devoted to daily follow-up. 
2 
In a school using the program on the fifth grade level 
or above, on the other hand, the teacher will want to 
cover all the "Standard" follow-up material as outlined 
in this guide and will have to be prepared for the class to 
find some of the activities and songs too childish. 
Follow-Up. Normal follow-up in the classroom calls for: 
(I) Periods of 15-20 minutes devoted to practicing the 
conversations, songs, and activities of the current and 
earlier weeks on those days when there are no TV lessons. 
(Longer periods could profitably be planned in any sixth 
grade classes following the program. 
(2) Incidental teaching - that is to say, using the 
conversations of the French program in the course of the 
day when appropriate (such as greetings in the morning 
and farewells dt the end of the day, asking the children 
to go to the blackboard, etc.) and the songs and activities 
from the program whenever the class is ready for a song 
or activity - is most effective as follow-up and is strongly 
recommended in addition to the regular follow-up periods. 
Integration with the Elementary School Program. 
The comparatively short periods devoted to French and 
the use of incidental teaching are examples of how 
language teaching can be adapted to the flexible program 
characteristic of our elementary schools. French can also 
be brought into the total program by using the many 
opportunities that will occur to the classroom teacher for 
tie-ins with other learning activities. The children can be 
encouraged to draw pictures that the program suggests, 
stories about French children can be read or told, simple 
arithmetic can be done on the board or with flash cards 
saying the numbers in French, and bulletin board exhibits 
can be devoted to France (people, geography, holidays, 
etc.). Sometimes it is possible to invite a French visitor to 
tell about his family or his childhood or his school in 
English. (If he is to speak in French, on the other hand, 
the teacher should indicate beforehand that the range of 
the children's lessons has been very limited and he should 
be advised to speak very simply.) 
3 
Aural-Oral Teaching. A major change is required in the 
thinking of the teacher who has learned French in the 
traditional way: all the facts of language have to be 
thought of in terms of SOUND HEARD OR SPOKEN, never 
in terms of spelling. (The pupils' transition to reading and 
writing should not be made until after three years of 
French in the elementary grades.) This is basic in today's 
understanding of language learning methods, and leads 
to the following "ground rules" of procedure for teachers 
and parents. 
1. Children should never see written French. 
2. Only explanations indicated in the guide are to 
be given; the traditional terms of grammar are 
meaningless to the elementary school child. 
3. Translation or use of English equivalents for French 
are taboo. 
4. Teachers should use the lesson content in French 
without bringing English words or phrases into 
French sentences or vice versa. 
5. The specific points given are to help the teacher; 
they are not meant to be taught to the children. 
6. Quality of speech should be emphasized, not 
quantity; it is by far the most important objective. 
The Classroom TV Lessons. These are the core of the 
program. Given by a native French speaker with long 
experience as a TV teacher, they will provide the model 
for the children's pronunciation, introduce the whole 
contents of the program in the most effective way possible 
and, together with the teachers' programs, demonstrate to 
participating teachers how to carry the program forward 
in their own classes. The imitation of the TV teacher .is 
all-important, and we suggest that classroom teachers 
participate with their pupils in each television lesson. 
Learning the pronunciation of French sounds will often 
be made easier by close-ups of the teacher's face, so as to 
show lip-position, etc., and we urge teachers to encourage 
their pupils to imitate not only the sounds and lip-position 
4 
but the facial expression and the gestures of the TV 
teacher, since all these elements enter into the total skill 
and experience of speaking French. 
Since good hearing and viewing conditions are all-
important, teachers can add greatly to the effectiveness of 
the lessons by carefully seeing to the proper location of 
the TV set, lighting, and ventilation during the TV lessons. 
The most importq:nt contribution of all that the classroom 
teacher can make is by creating in the class an atmos-
phere of interest, enthusiasm, and enjoyment in connection 
with both television lessons and follow-up activities. 
The Teachers' Programs via TV. These will give to 
participating teachers (l) further basic information on 
language learning on the elementary school level, (2) 
specific drill on difficulties that may be encountered in 
the week's materials (whether as a "refresher" for 
teachers who have already studied French or as intro-
duction to French for those who are beginning along with 
their pupils), (3) considerable background information on 
France and contemporary French life, (4) information 
supplementing the contents of the teachers' guide about 
the week's TV lessons, and (5) examples of recommended 
methods for the classroom teachers' use in follow-up. 
We suggest that these weekly programs for teachers 
will be most effective and useful if the participating 
teachers in a school view them as a group. 
Levels of Participation and Follow-Up. In each week's 
Unit in this guide the fourth section is headed "Directions 
for Follow-Up." 
(l) The section which is headed "Standard" will 
indicate what follow-up activities are recommended for 
"average" participation in the program, that is to say, 
where the teacher either has strong motivation to begin 
the study of French with his pupils or is actively interested 
in the program and has had some previous study of 
French (no matter how modest he may now feel about it). 
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(2) The section which is headed "Supplementary" 
suggests the additional activities that can be added to the 
"Standard" level of participation by the teacher whose 
previous training and experience are such that he comes 
into the program with the ability to speak French with 
good fluency and quality of pronunciation, whether or 
not he has had any experience in teaching it. 
(3) A third level of program participation will not be 
spelled out lesson by lesson but will be described here 
once and 'for all. This level might be called "Basic" 
participation in the program. Teachers whose partici-
pation is to be on the "Basic" level should regularly watch 
the weekly television program for teachers and take 
part in the classroom French lessons with their pupils. 
Apart from this, they can first of all make a major 
contribution toward establishing a good learning situation 
by their attitude of enthusiasm. Finally, everyone can 
learn to say "Bonjour, mes enfants" at the beginning 
of the day with correct pronunciation and make sure 
that the pupils answer correctly "Bonjour, madame./ 
mademoiselle./monsieur." Similarly, everyone can use 
"Au revoir, mes enfants" at the end of the day and make 
sure that they answer correctly "Au revoir, madame./ 
mademoiselle./monsieur." The teacher who uses these 
two phrases daily with an authentic pronunciation is 
helping to establish the desired atmosphere. When it 
comes to songs, "Basic" participation means that the 
teacher will be familiar with the story and learn the 
gestures from watching the teachers' programs and the 
classroom TV lessons, then encourage the children to 
sing and act them out, both when they are introduced and 
re-presented on classroom TV lessons and at other times. 
As the year goes on, we believe that many teachers 
who have participated in the program on the "Basic" 
level at the beginning will find their ability growing to 
the point where they will want to take a more active part 
and participate at the "Standard" level. 
The Contents of This Guide, which covers the first 
half-year of "Parlons Franc;ais", are divided lnto 15 Units 
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corresponding to 15 weeks of television lessons. Each Unit 
consists of four sections: 
(l) "Before the TV Lessons"- Here are listed the props 
that are needed for classroom follow-up of the week's 
lessons, a paragraph of information about what is going 
to come in the lessons for the teacher to read to the 
class beforehand, and a few sentences giving information 
which the teacher will find it useful to have in the course 
of the week. 
(2) "Lesson Contents" - In this section the language 
content of each week's lessons is given: the language 
"patterns" to be presented, dialogues and skits, the text 
of songs to be taught, and directions for games to be 
introduced. Whenever a new language "pattern" is 
presented, all words that have been introduced previously 
that can be used with it are listed in a footnote. In 
line with the principle that direct understanding and 
assimilation of French is our objective (see above), the 
English translation of the lesson content is never given. 
(A word-list is given in the appendix, however, in case 
teachers feel that they need to know the exact equivalent 
of some word or phrase.) 
(3) "Points" - This very general heading is given to 
the third section under each Unit. Under it will be found 
explanations of basic matters of pronunciation, structure, 
and the like which come up in the week's Lesson Contents 
and which will help the teacher to "refresh" or develop 
his knowledge of spoken French. These "Points" are 
intended to be used with the Lesson Contents, the 
classroom TV lessons, and the teachers' programs. Their 
object is to explain in non-technical and, sometimes, a 
very much simplified form some of the most important 
points involved in the aural-oral learning of French in a 
way that will be as practical and helpful as possible to 
the classroom teacher. 
(4) "Directions for Follow-Up," as noted above, presents 
1n some detail the ways in which teachers can follow-
up the two classroom TV lessons each week. Under 
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"Standard," activities and exercises are presented that 
can be handled by the average classroom teacher. These 
are to be used at the discretion of the individual teacher. 
Under the heading "Supplementary" we give suggestions 
about added materials and slightly more advanced 
exercises and activities which specialists and teachers 
who start out with the ability to speak French with good 
quality and fluency will want to use after using the 
suggestions given under "Standard". 
The exercises and activities suggested often involve 
"re-entry" or the use of vocabulary and structure intro-
duced earlier in combination with new vocabulary and 
structure. The constant accumulation and recombination 
of language elements as they are learned is an important 
part of the development of speaking skill. We have 
indicated in detail how this process of accumulation 
and recombination works by many examples, without, of 
course, indicating all the ways which can be devised by 
the experienced teacher to provide for "re-entry". 
Appendixes following the IS Units contain the music 
and additional stanzas of the songs introduced, plus 
several "extra" songs, lists of children's names with 
French equivalents, the word-list already mentioned, and 
selected references. 
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Props needed for class follow-up: A ball to bounce; 
anything else the children can use in an activity while 
counting up to 5. (For older children jumping rope is a 
good activity.) 
Explain to class: The first thing we are going to learn in 
French is how to say "Hello" and "Goodbye" to people. 
Then we are going to practice saying the French numbers 
l, 2, 3, 4, 5 so that we can count in French while we 
bounce a ball. And this week, too, we are going to learn a 
French song that you sing as you play with a baby, the 
way we play "Patticake, patticake, baker's man." 
We are going to hear how Mrs. Slack, our TV Teacher, 
says "Hello" to you and how you say "Hello" to her, then 
how she says "Goodbye" and how you answer. (In French 
you will say the same thing for "Hello," "Good morning," 
"Good afternoon," or "Hi".) We are also going to learn 
how you say "Hello" and "Goodbye" to your mother and 
father, how you say "Hello" and "Goodbye" to grown-ups 
that you call "Miss" or "Mr." By the way, we would say 
"Mrs. Slack" if we spoke English to our TV teacher, but in 
French we will just call her "Madame" without using 
her name. Besides learning to say "Goodbye" to people 
we shall learn how to say "Goodbye, see you soon!" 
Information for teachers: The song to be taught on the 
TV lesson is a game-song which French children and 
adults play with babies. The two hands are puppets 
(marionnettes) that jump slowly, circle three times in front 
of one, then fly away. 
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DIALOGUE 
Bonjour, mes enfants. 
Bonjour, madame. 
Au revoir, mes enfants. 
Au revoir, madame. 
Bonjour, maman. 
Au revoir, maman. 
Bonjour, papa. 
Au revoir, papa. 
Bonjour, mademoiselle. 
Au revoir, mademoiselle. 
Bonjour, monsieur. 
Au revoir, monsieur. 
Au revoir, madame. A bientot! 
Au revoir, mademoiselle. A bientot! 
Au revoir, monsieur. A bientot! 
Comptons de un a cinq: un, deux, trois, quatre, cinq. 
CHANSON 
Ainsi font- font- font-
Les petites marionnettes. 
Ainsi font- font- font-
Trois petits tours et puis s'en vont. 
(See Appendix tor music) 
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l. Madame, mademoiselle, monsieur. (a) Note carefully 
in the pronunciation of madame the quality of the vowel 
sounds. The lips are tenser and the corners of the lips 
"spread" wider apart than in our pronunciation of 
"Madam" in English. The same quality of vowel sound 
occurs also in papa and mademoiselle. 
(b) Note that mademoiselle is pronounced in only three 
syllables: mad'moisell'. Compare the similar cases where 
the letter e appears in the spelling of a word but there is 
no pronounced syllable: au r'voir (2 syllables) trois p'tits 
tours ·(3 syllables).- The 1 sound in French, well illustrated 
if you listen carefully to Mademoiselle, is pronounced 
very differently from the sound that native speakers of 
English automatically make when they see the letter 1. In 
pronouncing the 1 sound in French the tip of the tongue is 
down (not up against the roof of the mouth behind, but 
not touching, the upper teeth as in the English 1 sound), 
while the back of the tongue is high, against the roof of 
the mouth. 
(c) The pronunciation of monsieur must be learned 
through the ear. Just as we sometimes get careless with 
"Don't you" in English and end up saying something like 
"Doncha", American speakers of French very often fall 
into a slipshod pronunciation of monsieur that teachers 
must guard against in themselves and their pupils. 
2. As with the letter ], just seeing the letter r makes a 
native speaker of Eriglish try to say the English sound 
which the letter usually represents. The French sound 
which it represents is totally different, however -like the 
1 sound, it is pronounced with the tip of the tongue down 
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while the back of the tongue is arched and vibrates as 
one breathes out. The first step toward acquiring this 
sound is to convince yourself that it has absolutely no 
connection with the Jetter r, then imitate the TV teacher: 
au revoir. 
3. Nasal Vowels. The first week's lessons illustrate four 
vowel sounds which are very common in French but 
which take practice for a foreigner to learn, the "nasals". 
Here are the examples from the first week: 
(I) bonjour 
font 
vont 
(2) enfants 
maman 
s'en 
(3) bientot 
cinq 
(4) un 
Watch the mouth-position of the TV Teacher as you 
listen and then imitate both mouth-position and sound as 
the first step in learning these important sounds, which 
we shall work on further in later units. (You will notice 
that there is no n sound in these cases.) 
4. In singing and in reciting poetry some syllables will 
be pronounced that would not be pronounced if the same 
phrase were to be spoken as prose. Contrast the third line 
of the song, "Les petites marionnettes" as sung (8 
syllables), and "Les p'tit' marionnett'" as spoken (5 
syllables). Note the sound of the italicized syllables 
as sung. 
5. Pr.onunciation and spelling: In teaching a language 
to small children we are concerned only with listening 
and speaking skills, as already explained. When, in these 
notes, we talk about the correspondences between 
pronunciation and spelling it is only to help the 
participating teachers. A few principles: 
(I) A consonant at the end of a word in the language 
as written is usually not pronounced: A bientot! Trois 
petits tours et puis s' en vont. 
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(2) e and es at the end <:>f a word in the written 
language are not pronounced but the consonant which 
precedes them is pronounced: madame, petites. 
(Exception: in singing and poetry as noted above.) 
(3) Articles, possessives and numerals whose final s or 
x is normally silent (like Jes, mes, deux, trois) will "make 
liaison" when the noun which follows them begins with a 
vowel; that is, the consonant will be pronounced as if it 
were a z at the beginning of the noun: "les-zenfants," 
"mes-zenfants," "deux-zenfants," "trois-zenfants." 
A. Standard(2l 
l. Repeated use of all parts of lesson content, varying 
greetings of "Bonjour,_." and "Au Revoir_" 
between class and teacher, or with other pupils 
who pretend to be Madame, Mademoiselle, 
Monsieur, Papa, or Maman. 
2. Counting practice up to 5, bouncing ball or 
performing some other counting activity. 
3. Writing numerals only on the board out of order for 
children to identify. (This practice should be 
continued. as new numbers are learned.) 
4. Use of the song, with gestures learned. 
B. Supplementary(z> 
l. Teach additional verses of Ainsi font (given in 
Appendix.) 
2. The teacher whose previous training qualifies him 
to participate in the program on this level may 
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use French expressions and commands such as 
those listed below from the very first day 
whenever there is opportunity. Gesture and 
context will indicate their meaning so directly 
that no English explanation will be needed. 
Pardon 
Excusez-moi 
Ca ne fait rien 
Attention! 
Plus fort! 
Doucement! 
Silence, s'il vous plait 
C'est c;a 
Commencez 
Continuez 
A vous. 
Et apres? 
Ensuite? 
Ecoutez 
Levez-vous 
Asseyez-vous 
Venez ici, s'il vous plait 
Allez au tableau. 
Retournez a votre place 
Chantons une chanson 
franc;aise 
Oh, mon Dieu! 
Oh, 10: 10:1 
Allons-y! 
Depechez vous! 
Soyez sage. 
o> See Introduction, p. 5, for an explanation of what 
we imply in describing the two levels of classroom 
follow-up, "Standard" and "Supplementary," as well as 
the definition of "Basic" participation. 
(Zl Reminder: On both the "Standard" and the "Supple-
mentary" levels quality of pronunciation (including 
intonation) must always be the first objective, not 
quantity of material covered. 
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TV L.iESSQNS ·. 
jJrops needed for class follow-up: The ball and any other 
objects used in the first week for counting activities. 
Explain to class: This week we are going to learn how to 
ask a person's name and how to answer. We are also 
going to learn to ask a person how he is and learn how 
that person answers: he answers that he's fine, thanks, 
and then very politely asks the other person how he is. Of 
course the first person says that he's fine, too, thanks. 
When we speak French we are going to use phrases like 
"Thanks" more often than we do in speaking English, just 
as we are going to use Madame, or Mademoiselle, or 
Monsieur, or a person's name more often. 
When we learn to speak the language of another 
country we also want to learn the way the people in that 
country act. We are going to find out that French people, 
even small children, almost always shake hands when 
they meet and when they say "Goodbye". French children 
are very much like American children in most ways, but 
this is one of the ways in which they behave differently 
from us. And when they shake hands do they do it the 
way we shake hands or just a little differently? Watch 
and see. 
We are going to count from 1 to 5 again, only this time, 
instead of the whole class together, Mrs. Slack may 
ask just one person at a time to count and she will 
say "please". 
Later this week, too, we are going to learn another song. 
Information for teachers: The song is a counting song like 
"Ten Little Indians," only it is about "my blackbird" (mon 
merle) who has lost first one feather, then two, then three, 
then four, then five feathers, and will sing no more. 
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DIALOGUE 
Comment vous appelez-vous? 
Je m'appelle Jean. 
Bon. Tres bien, Jean. 
Comment vous appelez-vous? 
Je m'appelle Suzanne. 
Bon. Tres bien, Suzanne. 
Comment allez-vous? 
Tres bien, merci. Et vous? 
Tres bien, merci. 
Jean, comptez de una cinq, s'il vous plait. 
Un, deux, trois, quatre, cinq. 
Tres bien, Jean. Me rei. 
CHANSON 
Mon merle ct perdu une plume, 
Mon merle cr perdu une plume-plume-plume, 
II ne chante:ra plus, mon merle, 
II ne chante:ra plus. 
Mon merle C( perdu deux plumes, 
Mon merle a perdu deux plumes, une plume-plume-plume, 
etc. 
Mon merle a perdu trois plumes, 
Mon merle a perdu trois plumes, deux plumes, une plume-
plume-plume, etc. 
(See Appendix for music) 
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l. Listen carefully to catch the "falling" intonation of 
the questions Comment vous appelez-vous? Comment 
allez-vous? and Et vous? You will observe that French 
question intonation differs from English question intona-
tion. Adults must make an effort to imitate it and not 
let themselves be influenced by English speech habits. 
"Falling" intonation ·is characteristic of questions in 
French that cannot be answered by a general "yes" or 
"no" but call for some more specific response. 
2. For the very important sound that corresponds to the 
letter u (unless it is accompanied by another vowel or 
followed by n or m at the end of the word), watch the 
mouth-position of the TV teacher and then imitate both 
mouth-position and sound: une plume, plus. (Notice that 
deux has a different pronunciation: deux plumes. And 
ou has still another pronunciation: bonjour, vous, trois 
petits tours.) 
3. The conversations of this lesson give us several more 
examples of the nasal vowel sounds listed last week: 
(I) comptez (2) 
mon 
like: 
bon jour 
font 
vont 
comment 
Jean 
chant era 
like: 
enfants 
maman 
s'en 
(3) bien 
like: 
bientot 
cinq 
ainsi 
4. The pronunciation of several of the numbers changes 
from what we hear in counting un, deux, trois, quatre, 
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cinq, if followed by a noun. In addition to the cases of 
liaison mentioned in the notes on Unit l (deux vs. deux 
enfants, trois vs. trois enfants (note that in the song we 
hear quat' plumes (vs. quatre) and cinq plumes has no k 
sound (while cinq in counting ends with a k sound). 
5. Liaison must be made in Comment vous appelez-vous? 
("vous-zap") and Comment allez-vous? ("Comment-tal"). 
6. Listen carefully for the difference between appelez 
and appelle. 
7. You will notice that the French handshake is a single 
brisk shake, not up and down several times. 
A. StandardO> 
l. Careful imitation and daily use of the simple 
greeting and farewell of Unit I. 
2. Counting activities as in Unit I. 
3. Use of new song, "Mon Merle" with counting 
gestures. (Review of "Ainsi Font," Lesson I.) 
4. Use of "S'il vous plait, Madame," and "Merci, 
Madame," stressing the addition of Madame/ 
Monsieur /Mademoiselle as correct and polite 
usage. 
5. Drill of new conversation patterns, asking the 
names of various pupils. (See Appendix for 
names to give your pupils.) 
6. Pass new questions rapidly around the class -
each child answering and asking question to 
the next. 
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B. Supplementary 
I. Let individuals play the role of teacher and ask 
others names, tell others to count, etc. 
2. Learn additional names from Appendix (making 
sure of correct pronunciation.) 
3. Continue to use and introduce the classroom 
expressions and commands listed under Unit I. 
4. Expanded use of songs - have girls sing one verse, 
boys one verse, etc. 
o> Note: In each unit, only new material is found in the 
Lesson Content section. Some ideas for re-entry 
are indicated here; the teacher is urged to make 
other combinations of material herself. 
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Props needed for class follow-up: The same props as 
before for use in counting activities, but now we count up 
to 10. 
Explain to class: This week we are going to learn to ask 
where somebody is and then we shall find out how to say 
"Here he is" or "There he is" as we point to him. 
We are also going to count from 1 to 5 again, and learn 
how to keep going right up to 10. And we are going to 
add numbers, the way French children do. 
Ou est le professeur? 
Voila le professeur. 
Ou est Robert? 
Voila Robert. 
Ou est Marie? 
Voila Marie. 
DIALOGUE 
Comptons de un a dix: un, deux, trois, quatre, cinq, six, 
sept, huit, neuf, dix. 
Combien font trois et deux? Cinq. 
Combien font cinq et un? Six. 
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l. Again, you will notice the ·"falling" intonation of 
questions that require specific information, not just a 
"yes" or "no" answer, in Ou est le professeur? Combien 
font trois et deux? 
2. We shall always use le professeur to refer to teachers, 
both the TV Teacher and classroom teachers. While in 
the very lowest grades in France le maitre and la 
maitresse are used and in village schools 1' instituteur and . 
1' institutrice are the usual terms, le professeur (masculine 
in form, but used of both men and women teachers) 
is most appropriate for American elementary school 
teachers at the levels at which this course will be used. 
3. Voila means both "there is" and "here is" in actual 
usage. 
4. Liaison never occurs between et and a following word 
beginning with a vowel, and it never occurs before un. 
Thus there is no liaison between et un, nor would there be 
liaison in a phrase such as Voila Jean et Anne. 
5. The point made in the note on Unit I that the letter r 
corresponds in French to a sound entirely different from 
what to us is an English "r" is further illustrated in Robert, 
Marie, and le professeur. Practice the sequence: ra, 
chantera, ro, Robert, ri, Marie. 
A. Standard 
1. Continue counting activities and naming numerals 
written on board. 
2. Use the new numbers in singing "Mon Merle". 
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3. Arithmetic practice (only one-word answers are 
expected.) Have pupils make up their own 
examples, write them on board, or use arithmetic 
flash cards. 
4. Dialogues such as the following may be developed 
using the new material: 
Suzanne: Bonjour, Maman. 
Maman: Bonjour, Suzanne. 
Suzanne: Ou est papa? 
Maman: Voila papa. 
Suzanne: Ah Bon! 
Marie: Bonjour. 
Robert: Bonjour. 
Marie: Comment vous appelez-vous? 
Robert: Je m'appelle Robert. Comment vous 
appelez-vous? 
Marie: Je m'appelle Marie. 
B. Supplementary 
I. Practice addition examples and add subtraction 
and multiplication if desired. Pupils may make 
up their own. 
Example: Combien font cinq moins deux? 5-2 
Cinq moins deux font trois. 5 - 2 = 3 
Combien font deux fois cinq? 2 X 5 
Deux fois cinq font dix. 2 X 5 = 10 
Note that answers in a full sentence are expected. 
2. Use songs with additional verses. 
3. Continue to add classroom commands and expres-
sions from the list in Unit I. 
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Explain to class: We already know how to ask somebody 
what his name is and this week we are going to find out 
how you ask somebody what somebody else's name is. 
You will be able to ask somebody how old he is and tell 
him how old you are. We are also going to ask questions 
about the weather. 
There is also going to be a conversation between two 
boys or girls. You'll find that you know just what they 
are saying. 
Voila un garc;on. 
Comment s'appelle-t-il? 
ll s' appelle Andre. 
Voila une petite fille. 
Comment s'appelle-t-elle? 
Elle s' appelle Christine. 
Montrez-moi un garc;on. 
Voila un garc;on. 
Comment s'appelle-t-il? 
ll s'appelle Laurent. 
Montrez-moi une petite fille. 
Voila une petite fille. 
Comment s'appelle-t-elle? 
Elle s' appelle Gerald e. 
Quel age avez-vous? 
J' ai sept ans. 
J'ai huit ans. 
J' ai neuf ans. 
J' ai dix ans. 
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Jacques: 
Paul: 
Jacques: 
Paul: 
Jacques: 
Paul: 
Jacques: 
Paul: 
Jacques: 
Paul et 
Bonjour. 
Bonjour. 
DIALOGUE 
Comment vous appelez-vous? 
Je m'appelle Paul. Comment vous appelez-vous? 
Je m'appelle Jacques. Quel age avez-vous? 
J' ai neuf ans. Quel age avez-vous? 
J'ai neuf ans aussi. 
Ou est le professeur? 
Voila le professeur. 
Jacques: Bonjour, madame/mademoiselle ;monsieur. <1> 
Le Professeur: Bonjour, Paul. Bonjour, Jacques. 
Quel temps fait-il? 
II fait beau. 
II fait mauvais. 
o> Wherever this form is used with a series of words 
separated by I, it should be understood that one of the 
words given is to be chosen, according to the situation. 
I. Une petite fille is the equivalent of "a girl" for the age 
range up through fifth grade. Beginning in the sixth grade 
teachers should use une jeune fille instead. 
2. With un gan;on and une petite fille, il s' appelle and 
elle s' appelle, we reach the point at which differences 
of form depending on gender occur for the ·first time. 
(Further cases will appear with Je crayon and la gomme 
in Unit 5, adjective agreement in Unit 8, and ce and cette 
in Unit 13.) If pupils ask about these differences teachers 
are very strongly advised to avoid using the word 
"gender" and to avoid grammatical explanations. It is 
better to say simply that (1) when people are concerned 
we abviously say il s' appelle of boys and men, elle 
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s' appelle of girls and women, and then add that (2) in 
English we use "he," "she," "him," "her," "it," "this," 
"that," etc., automatically, and the French automatically 
use different forms of words with the names of different 
things. Their system is different from ours and we learn 
their system just by imitating what we hear, not by 
following any complicated rules. 
3. As we saw in Unit 2, the pronunciation of numerals 
sometimes changes from what we hear in counting if 
they are followed by a noun. Be sure you have the 
pronunciation in counting accurate, then observe what 
happens when the numeral is followed by 
(a) a noun beginning (b) a noun beginning 
with a consonant with a vowel 
2 "deu' plumes" "deux-zenfants" 
3 "troi' plumes" "trois-zenfants" 
4 "quat' plumes" "quatr'enfants" 
5 "cin' plumes" "cinq-kenfants" 
6 "si' plumes" "six-zenfants" 
7 "set plumes" "sept-tenfants" 
8 "hui' plumes" "huit-tenfants" 
9 "neuf plumes" "neuf-fenfants" 
10 "di' plumes" "dix-zenfants" 
In the expressions of age given in this unit the 
pronunciation with ans is the same as that just given for 
enfants in these cases: "sept-ans" "huit-tans" "dix-zans" 
- but there is a special pronunciation in the case of 
9: "neu-vans." 
4. Note that liaison must be made when a verb ending 
in a consonant is followed by il or elle: "fait-til." (The final 
t is not pronounced in il fait, on the other hand since here 
it is not followed by a closely associated word beginning 
with a vowel.) 
5. Again we note the "falling" intonation of questions 
in Comment s'appelle-t-il? Quel age avez-vous? Quel 
temps tait-il? 
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A. Standard 
1. Ask class to name various pupils as you point them 
out, using the new patterns above. 
2. Pass questions around the class, each pupil in turn: 
(a) asking next child to name the pupil he is 
pointing to; 
(b) asking next child his or her age; etc. 
3. Use Dialogue, playing one part first if children 
cannot start it alone. 
4. Ask each day what the weather is; use pictures of 
various kinds of weather if available. 
5. Review arithmetic practice. 
B. Supplementary 
I. Ask pupils the ages of other pupils as you point 
th t "Q I " t ·I?" "II II em ou. ue age a- -1 • a _ ~- ans. 
2. Make up and introduce conversations between 
children from any previous material. 
3. Continue arithmetic practice with addition, sub-
traction, and multiplication. 
4. Introduce as an "extra" song (i.e., one which will 
not be used in the Classroom TV lessons) Un 
Kilometre a pied (See Appendix). 
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Props needed for class follow-up: A rubber· eraser, a 
marble, a ball (small, like a tennis ball or a rubber ball), 
a book, a pencil, a notebook, a box, and a piece of chalk. 
(Since the first colors to be introduced will be red and 
blue time will be saved by getting these objects in both 
red and blue at this point.) Here and later you can use 
pictures of objects that are hard to get, and you can ask 
the children to draw pictures for the French lesson.' 
Pictures are also useful in talking about the weather. 
This is a good point at which to get a box or carton 
which will hold not only these props but the objects and 
toys to be introduced in Unit 6 and later units and which 
will gradually come to be known as la boite franc;aise. 
Explain to class: We are going to learn some more things 
to say about the weather and we are going to learn the 
names of some things that we all have and use, like 
pencils, erasers and books. 
We already know how to ask somebody to point to a 
person or a thing and now we are going to learn how to 
ask somebody to give us something. Of course when 
somebody gives us something we say "Thank you" and 
he says "You're welcome" and we shall want to be just 
as polite when we speak French. 
This week, too, we are going to learn a new song. This 
is an old, old song that goes back to the time when wheat 
was ground into flour to make bread, not by machines 
run by electricity but by windmills. (Almost everybody 
has seen pictures of old-time windmills, and some of you 
may even have seen a real windmill.) Of course they 
grind wheat into flour by machines in France now, just as 
we do, but French children still sing this old song about 
the miller who has fallen asleep while his mill goes 
on grinding. 
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DIALOGUE 
Quel temps fait-il? 
II fait mauvais. 
Oui. Et quoi encore? 
II fait froid. 
Quel temps fait-il? 
II fait beau. 
Oui. Et quoi encore? 
II fait chaud. 
Montrez-moi un crayon, s'il vous plait. 
Voila un crayon. 
Montrez-moi 
Montrez-moi 
Montrez-moi 
Montrez-moi 
Montrez-moi 
Montrez-moi 
Donnez-moi 
Donnez-moi 
Donnez-moi 
Donnez-moi 
Donnez-moi 
Donnez-moi 
unegomme, 
unebille, 
uneballe, 
unlivre, 
uncrayon, 
uncahier, 
unegomme, 
unlivre, 
uneballe, 
uncahier, 
uncrayon, 
unebille, 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
s'il vous plait. 
Voilaune gomme. 
Voila une bille. 
Voila une balle. 
Voila un livre. 
Voila un crayon. 
Voila un cahier. 
Voila une gomme. 
Voila un livre. 
Voila une ball e. 
Voila un cahier. 
Voila un crayon. 
Voila une bill e. 
Montrez-moi une boite/un crayon, s'il vous plait. 
Voila une boite/un crayon. 
Donnez-moi la boite/le crayon. 
Voila la boite/le crayon. 
Merci, Fran<;oise. 
De rien, Madame. 
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Montrez-moi la craie, s'il vous plait. 
Voila la craie. 
Donnez-moi la craie. 
Voila la craie. 
Merci, Philippe. 
De rien, Madame. 
CHANSON 
Meunier, tu dors, ton moulin va trop vite, 
Meunier, tu dors, ton moulin va trop fort, 
Ton moulin, tpn moulin va trop vite, 
Ton moulin, ton moulin va trop fort. 
Ton moulin, ton moulin va trop vite, 
Ton moulin, ton moulin va trop fort. 
Meunier, tu dors, ton moulin va trop vite. 
Meunier, tu dors, ton moulin va trop fort. 
(See Appendix for music.) 
5 
I. The intonation pattern of declarative sentences in 
French is different from that of English sentences. 
Sentences containing only a few words which are so 
closely related as to form a single "sense group" will 
"fall" with an especially noticeable drop in pitch between 
the next-to-last and the last syllables. Longer sentences 
consisting of two or more sense groups will show a series 
of groups with progressively rising pitch until the last, 
which similarly falls. (For example: 11 fait mauvais, il fait 
froid, et il pleut.) Thus a drop of pitch signals the end of a 
statement, where the period or other strong break comes. 
Listen, for example to 11 fait mauvais, Voila un crayon, 
and Meunier, tu dors in this Unit. Compare, from previous 
Units such statements as /e m' appelle Christine, /' ai neuf 
ans, and Mon merle a perdu une plume. 
The characteristic rhythm of a French utterance is 
very different from English rhythm. It is characterized 
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by the even march of the syllables that we have 
in counting one, two, three, four, five. Compare: ]e 
m' appelle Christine. 
2. In this Unit the question Et quoi encore? has the 
characteristic "falling" intonation of French questions 
that cannot be answered by "yes" or "no" but ask for 
some more specific answer. The drop signals a question 
in this case, not a period as in declarative sentences 
(described just above); we know that the drop means a 
question here since the utterance began with quoi, an 
interrogative word. 
3. In the song Meunier, tu dors, tu, the "intimate" form of 
"you" is used rather than vous, the "polite" form, which 
we are regularly using throughout our first year materials. 
In case anyone raises questions about the distinction 
between these two forms or why we are teaching only 
vous the point will be covered here for the information of 
participating teachers. "Intimate" and "polite" are really 
misnomers and it would be clearer to say that the vous 
forms are those for normal use while the tu forms are 
specialized and used only in situations where one has the 
feeling of belonging, within the family, between old 
friends, between people bound by very close emotional 
ties, among schoolmates, among the members of a club 
or fraternity, etc. (Tu is also used by a person to those to 
whom he feels infinitely superior - hence to pets and 
animals.) In the song the children use tu to the miller 
presumably because he is their close and trusted friend. 
It is true that French school children will normally use the 
tu forms among themselves, but a French teacher would 
no longer use them to pupils at our 3rd or 4th grade age 
level. To sum up, the choice between vous and tu and 
switching from one to the other depend on shadings of 
feeling which can hardly be taught. For this reason and 
because they are by far the most commonly used, vous 
forms will be used during the current year, except in 
songs. The latter will give the pupils some practice in the 
pronunciation of the tu forms. 
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A. Standard 
I. Add new weather expressions to daily questioning. 
(Pictures are helpful.) 
2. Drill new patterns, asking children to point out and 
give the objects learned. (Remember to use 
polite formulas for thanks.) 
3. Sing the new song. 
4. Begin referring to "la boite fran<;aise." The Montrez-
moi command and Voila response patterns can 
be used: "Montrez-moi la boite fran<;aise." 
"Voila la boite fran<;aise." 
5. Classroom teachers should now start using Au 
revoir. A demain! as an alternate phrase in 
place of Au revoir. A bientot (except on Friday 
when "See you tomorrow" will not fit!) 
B. Supplementary 
I. With weather questions, ask whether it is hot or 
cold, etc., to elicit yes or no answers: 
"Est-ce qu'il fait froid?" "Oui, Madame." 
2. Let children plav teacher and take over questioning, 
using the following pattern to ask who wishes 
to be the teacher and to tell the child to 
come forward: 
Teacher: Qui veut etre le professeur? 
Child: Moi, Madame. 
Teacher: Bon, venez ici. 
3. UsingtheMontrez-moicommandand Voila response 
patterns introduce the words for a few more 
classroom objects: une table, une chaise, une 
carte, un mur, une lampe. 
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Props needed for class follow-up: An American flag, a 
French flag, and toy dogs, horns, autos, pistols, and drums, 
both red and blue if possible. 
Explain to class: This week we are going to learn how to 
ask somebody to stand up and sit down, to raise his 
hand and to raise his finger. (In French schools, children 
usually don't raise their hand when they want to say 
something, they just raise their finger.) 
We are also going to find out the names of some toys, 
so that we can talk about them and ask for them. 
And we are going to learn how to ask what the color of 
something is. 
Information for teachers: In the United States we 
invariably speak of the colors of our flag as "red, white 
and blue" in that order. We do this as a matter of habit 
and there is nothing logical or reasonable about it. The 
French, invariably, refer to the same three colors in their 
flag as bleu, blanc, rouge in that order simply as a matter 
of habit. 
DIALOGUE 
Levez-vous, s'il vous plait. 
Je me leve. 
Asseyez-vous, s'il vous plait. 
J e m 'assieds. 
Levez-vous vite! 
Je me leve (vite). 
Asseyez-vous vite! 
Je m'assieds (vite). 
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Levez-vous lentement. 
Je me leve (lentement). 
Asseyez-vous lentement. 
Je m'assieds (lentement). 
Levez la main, s'il vous plait. 
J e leve la main. 
Baissez la main, s'il vous plait. 
J e baisse la main. 
Levez le doigt. 
J e leve le doigt. 
Baissez le doigt. 
J e baisse le doigt. 
6 
Montrez-moi un chien,/une trompette,/une auto,jun 
pistolet./un tambour,/s'il vous plait. 
Voila un chien/une trompettejune auto/un pistolet/ 
un tambour. 
Merci. 
De rien, madame/mademoiseUejmonsieur.o> 
Voila le drapeau americain. 
De queUe couleur est-il? 
II est rouge, blanc et bleu. 
Voila le drapeau franc;:ais. 
De queUe couleur est-il? 
II est bleu, blanc et rouge. 
De quelle couleur est le livre? 
II est rouge /II est bleu. 
Bon. Tres bien, Philippe. <2> 
De queUe couleur est la gomme? 
Elle est rouge/Elle est bleue. 
Bon. Tres bien, Jacqueline.<3l 
33 
6 
Ol Reminder: a) The donnez-moi pattern can also be 
used here. 
b) The nouns in footnotes (2) and (3) can also be used in 
either pattern. 
(2l The following nouns can also be used in this pattern: 
un livre/un crayon;un cahier. 
(3l The following nouns can also be used in this pattern: 
une gomme/une billejune balle/la craiejla boite. 
Ill. POINTS 
l. The nasal vowels. Here is a listing of all cases of 
nasal vowels that have occurred to date (cf. introduction 
to the nasals in Units 1 and 2): 
enfants 
maman 
s'en vont 
comment 
Jean 
chant era 
Andre 
Laurent 
neuf ans 
temps 
encore 
Fran~oise 
lentement 
tambour 
fran~ais 
blanc 
bon jour 
font 
s'en vont 
comptez 
bon 
gar~on 
crayon 
ton 
trompette 
montrez-moi 
a bientot 
ainsi 
tres bien 
cinq 
combien 
de rien 
moulin 
la· main 
un chien 
americain 
un 
For the four different sounds we refer you to the model 
given by the Television Teacher, reminding you to 
imitate mouth-position (and expression) at the same time 
as vou trv to reproduce the sound. (Remember that you 
never hear an m or n sound; these are spellings only.) 
For the spellings that correspond to the sounds of the 
nasal vowels, the following general rules can now be 
given (examples above): 
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(l) After the five vowels and vowel combinations like 
ea, ai and ie, an n or n-plus consonant) (or m or m-plus 
consonant) at the end of a word tells you that a nasal 
vowel is heard. Example: maman, un, font. 
(2) Within a word, n-plus-a-different-consonant and 
m-plus-a-different-consonant after these same vowels tell 
you that a nasal vowel is heard there. Example: bonjour. 
(3) However, if there is a single n (or m) at the end of a 
word or within a word followed bye (or another vowel) 
there is no nasal. Compare un (nasal) with une (no nasal), 
an with ane, americain with americaine. See also the 
following words and names which have no nasal because 
the single n or m is followed by a vowel: maman, plume, 
Christine. 
( 4) And if the n or m is doubled and followed by a 
vowel, there is no nasal: Suzanne, comment, une gomme, 
donnez-moi, marionnettes, are not nasal vowels. 
2. Note the difference in pronunciation between Levez-
vous and /e me u~ve, Levez la main and /e u~ve la main. 
The presence of the "open" vowel in the last two is 
indicated in the words' spelling by the grave accent: e. 
This difference was pointed out in Unit 2 as existing 
between Comment vous appelez-vous? and /e m'appelle, 
only in the latter case the "open" vowel was indicatd by 
doubling the 1. 
3. Here are more cases of the French consonant sound 
indicated by the spelling r, this time consonant-plus-r. 
Review the explanation of this problem in the "Points" of 
Unit 1 and then practice the following: trois - quatr' ans 
-II ne chant'ra plus- montrez-moi- une trompette-
tres bien - Andre - le drapeau - le professeur - froid 
-Christine- un crayon -la craie- un livre. 
4. Note the "falling" intonation of commands: Levez-vous. 
Levez la main, s'il vous plait. Asseyez-vous. 
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IV. DIRECTIONS FOR FOLLOW .. UP 
A. Standard 
l. Drill the commands, and make sure children tell 
you what they are doing as they do the actions. 
They may take turns giving commands to others. 
2. Review the patterns of showing and giving of Unit 
5 with the new objects introduced here. 
3. Ask the color of objects in the classroom and 
toys; later, questions about color may be 
passed quickly around the room, each child 
asking a neighbor for the color of one object. 
(Possible substitutions are listed in lesson con-
tent footnotes.) 
4. Review song introduced in Unit 5. 
B. Supplementary 
I. Add "levez le doigt" to the opening line of the 
dialogue asking who wishes to be teacher: Qui 
veut etre le professeur? Levez le doigt. 
2. Game: The teacher makes hats out of blue, red and 
white paper, gives them to pupils and asks who 
is wearing them, as follows: 
Teacher: Qui porte le chapeau bleu/rouge/ 
blanc? 
Possible answers: Moi, madame. 
I e porte le chapeau bleu/ 
rouge/blanc. 
II/ elle porte le chapeau 
bleu/rouge /blanc. 
(Name) porte le chapeau 
bleu/ rouge /blanc. 
3. This week or with Units 7 or 8 you may want to 
introduce another song, Une poule sur un mur 
(see Appendix). This is an "extra" song and will 
not be done on television. It is a clapping song 
like "Pease porridge hot," and probably has 
more appeal to the younger grades than to 
older pupils. 
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Props needed for class follow-up: A lollypop (or a supply 
of lollypops); a handkerchief. The props used in counting 
practice in the early units. 
Explain to class: This week we shall learn to count up to 
15 and find out how to play "Hide the handkerchief" in 
French. There will be a conversation between the teacher 
and a boy or girl in. which the teacher has a surprise to 
give the pupil. 
I h . LESSON CONTENT 
DIALOGUE 
Le professeur: Voila une sucette.(l> 
Simone: C'est pour moi? 
Le professeur: Oui, c'est pour vous. 
Simone: Merci, madame/mademoiselle/monsieur. 
Le professeur: De rien, Simone. 
Mireille: Voila quelque chose pour vous. 
Daniel: Qu'est-ce que c'est? 
Mireille: C'est une sucette.(l> 
Daniel: Pour moi? 
Mireille: Oui, pour vous. 
Daniel: Ah, merci. 
Comptons de un a quinze. Un, deux, trois, quatre, cinq, six, 
sept, huit, neu£, dix, onze, douze, treize, quatorze, quinze. 
Combien font trois et deux? 
Trois et deux font cinq. 
Combien font cinq et six? 
Cinq et six font onze. 
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Quel temps fait-il? 
II pleut./Il neige. 
UN JEU: CACHONS LE MOUCHOI'R 
The teacher chooses one child to be "it" and leave the 
room. Another child is then given a handkerchief to hide. 
After the handkerchief has been hidden, the person 
who is "it" is called back into the room and told to find 
the handkerchief. He is guided in his search by all of 
the children who say froid when he is far from the 
handkerchief, tiede when he is heading in the right 
direction, chaud when he is nearing the handkerchief, 
and brulant when he is right by it. The following are the 
expressions needed to get the game started: 
Le Professeur: Qui veut sortir? 
Alain: Moi, madame. 
Le Professeur: Bon, sortez Alain ... (Maintenant,) qui 
veut cacher le mouchoir? 
Monique: Moi, madame. 
Le Professeur: Bien, cachez-le. Alors, Georges, appelez 
Alain. 
Georges: Entrez, Alain. 
Toutle monde: Cherchez le mouchoir, Alain. 
Ol Reminder: The following nouns can also be used in this 
pattern: un crayon/une gomme;un cahier/une bille/ 
un livre/une balle/un chien/une auto/un tambour june 
trompette/un pistolet/la craiejun drapeau americain/ 
un drapeau franc;ais/une boite. 
I. Two new question patterns introduced in this unit 
show the "falling" intonation which we have repeatedly 
pointed out as characteristic of questions which cannot 
be answered by a general "yes" or "no" but call for some 
more specific response: Qu'est-ce que c'est? Qui veut 
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sortir? (Note that, as always, these questions begin with 
an interrogative word.) 
In this Unit we have the first occurrence of questions 
which can be answered "yes" or "no" and here the 
intonation of the question is rising (quite similar to the 
corresponding English questions): C' est pour moi? and 
again Pour moi? (Similarly, in French any statement can 
be made into a question by speaking it with this "rising" 
question intonation, such as 11 fait beau? Le drapeau 
americain est rouge, blanc et bleu? Trois et deux 
font sept?) 
2. Here is a listing of words used up to now which contain 
certain common vowel sounds consistently represented 
by a combination of vowels: 
bon jour 
trois petit tours 
vous 
le moulin 
le tambour 
rouge 
pour moi? 
douze 
le mouchoir 
au revoir 
mademoiselle 
trois tours 
voila 
quoi encore? 
une boite 
Fran~oise 
le doigt 
le mouchoir 
montrez-moi 
il fait froid 
deux 
meunier 
bleu 
il pleut 
*neuf 
*le professeur 
il fait beau 
il fait chaud 
une auto 
le drapeau 
*queUe couleur? 
You will note that the sound corresponding to eu in the 
words marked with an*- in which the eu is followed by 
the sound represented by for r- differs from the other 
words spelled with eu. Similarly note that au in mauvais 
where the sound represented by v follows the au) differs 
from the vowel sound of au in chaud and auto. 
A. Standard 
. 
1. Repeat the second dialogue (V oiler quelque chose 
pour vous) with all the props you have collected. 
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The children can take turns holding something 
behind their backs, then bringing it out as a 
surprise for someone else: Voila quelque chose 
pour vous and thus start the dialogue. 
2. Use Qu' est-ce que c' est? to review all the nouns for 
the props you have collected. 
3. Drill 9n the numbers l-IS in random order, writing 
them on the board. 
4. In arithmetic practice, with sums written on the 
blackboard or shown on flashcards, answers in 
a complete sentence (Cinq et six font onze) 
should now be required. 
5. Review all the weather expressions. 
6. Play the game "Cachons le mouchoir." 
B. Supplementary 
l. Use all the weather expressions in the Est-ce qu'il 
... ? pattern to obtain the answer Oui,/non, 
madame./mademoiselle./monsieur. 
2. Insert into the second dialogue after C' est une 
sucette the color question, De quelle couleur est 
la sucette/De quelle couleur est-elle? to get the 
answer Elle est rouge/bleue, and follow out for 
other nouns. 
3. Introduce all nouns as a "supplementary" dialogue: 
Jean, avez-vous __ ? to obtain the answer Oui, 
madame/mademoiselle/monsieur, j'ai ____ . (Do 
not introduce negative answers at this point.) 
4. This question can be used to introduce "Cachons le 
mouchoir": Jean, avez-vous un mouchoir? 
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Props needed for class follow-up: Teachers are asked to 
have 8 sheets of colored paper - red, blue, black, yellow, 
brown, green, grey and white- in the classroom when 
the television lessons of the 8th week are viewed and to 
hold each new color up beside the screen when it is 
first introduced. 
Since the colors yellow, brown, black, grey, green and 
white are added here, teachers may wish to add to their 
collection of props the objects introduced in Units 5 and 6 
-and possibly the lollypops of Unit 7- in as many of 
these as possible. 
A toy dog is essential now if not already obtained for 
Unit 6. (The variants on the basic dialogue require toy cat, 
fish, bird and rabbit.) 
Information for teachers: The greeting Comment ~a va? 
is simply a less formal form of Comment allez-vous? 
introduced in Unit 2 and used up to now. 
DIALOGUE 
Jeanne: Bonjour, Pierre. 
Pierre: Bonjour, Jeanne. 
Jeanne: Pierre, voila un chien.<1, 
Pierre: C'est pour moi? 
Jeanne: Oui, c'est pour vous. 
Pierre: Comment s'appelle-t-il?<ll 
Jeanne: II s'appelle Toto.<ll 
Pierre: Merci, Jeanne. 
Jeanne: De rien, Pierre. Au revoir. 
Pierre: Au revoir, Jeanne. 
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De queUe couleur est le crayon ?<2> 
II est jaune./II est marron./II est noir.;II est gris.;II est 
vert./II est blanc. 
De queUe couleur est la bille?<3> 
EUe est jaune./Elle est marron./Elle est noire.;EUe est 
grise./EUe est verte./Elle est blanche. 
Comment ~a va? 
Bien, merci. Et vous? 
Cava. 
o> a) This dialogue can be used with other animals, as 
for example: 
Voila un chat. Comment s'appelle-t-il? 
II s' appelle Minet. 
Voila un poisson. Comment s'appelle-t-il? 
11 s' appelle Pi£. 
Voila un oiseau. Comment s'appelle-t-il? 
II s' appeUe Tui-Tui. 
Voila un lapin. Comment s'appelle-t-il? 
II s'appelle Jeannot. 
b) The same animals may also be used in the following 
dialogue: 
Qu'est-ce que c'est? 
C' est un chat. 
Comment s'appelle-t-il? 
II s' appelle Minet. 
<2> Or any other masculine noun, such as le drapeau/ 
le livre/le cahier/le chien;le pistolet/le tambour; 
le mouchoir. 
<3> Or any other feminine noun, such as la gomme /la 
balle/la trompette/la sucette/l'auto/la boite;la craie. 
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1. Under Unit 1 we pointed out that a consonant at the 
end of a word in the written language is usually not 
pronounced. However, when we practiced the numerals 
we noted that the final consonants of cinq, six, sept, huit, 
neuf, and dix are pronounced when they occur at the end 
of a word. Several consonants are normally pronounced 
when they occur at the end of a word, and the sound 
represented by the letter r is one of these. Note: bonjour, 
au revoir, le professeur, un tambour, de quelle couleur? 
Qui veut sortir? le mouchoir, noir. 
2. When an e is added in spelling to make "feminine 
agreement" in the case of noir-noire there is no difference 
in pronunciation. The forms for the following adjectives of 
color are also pronounced the same in both genders: 
r.ouge, bleu-bleue, jaune, marron. The addition of the 
"feminine e" to gris and vert, giving grise and verte, 
makes final consonant heard (as pointed out in Unit 1). 
With the addition of the "feminine e" to blanc a change 
occurs in the consonant and we have blanche. See the 
suggestion made under the "Points" of Unit 4 in case 
any pupils ask about these changes. It is best to avoid 
grammatical explanations here. 
3. The pronunciation of the very common but very 
difficult girl's name Jeanne ("Jean," "Jane," "Joan," etc.) 
is actually an example of the principle given under the 
"Points" of Unit 6: Jean ("John") has a nasal vowel since 
it ends with the spelling n. However, vowel-plus-double 
n-plus-e is not a nasal. Practice ]ean-]eanne-]ean-]eanne-
]ean-]eanne. 
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A. Standard 
l. Practice the dialogue, then have it acted out with 
different pairs of children taking part. Use as 
many of the variants as you have toy animals. 
2. Ask for the colors of all objects learned up to now; 
children may take turns playing teacher. Use the 
opening conversation introduced in the game 
"Cachons le mouchoir" to set this up. 
3. Review greetings and practice the new one. Use 
both polite and informal forms from now on. 
B. Supplementary 
l. Review all songs. 
2. Use the "Supplementary" dialogue in lesson 7 
to ask children whether they have animals, 
but set this up so that you will get only 
affirmative answers. 
3. To this you can then add, asking who has the 
various animals: 
Teacher: Qui a un chien? 
Jacques: Moi, j'ai un chien. 
Teacher: Qui a un poisson? 
Alain: Moi, j'ai un poisson, etc. 
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4. Game: Hold a certain number of pencils (or 
marbles, erasers, etc.) each of a different color, 
behind your back in your left hand. Transfer 
one of them to your right hand and ask: 
"De quelle couleur est le crayon que j' ai a la 
·main droite? Jean?" 
Jean: "Il est bleu." 
Show pencil to class and ask: "Il est bleu?" 
Class answers either: "Oui, il est bleu," or "Non, 
il est rouge (jaune, etc.). Children who answer 
correctly may come up and go through the same 
routine with other objects. 
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$.: 
Props needed for class follow-up: Things for le Pere Noe1 
such as a sack for presents or a red hat; picture of a 
Christmas tree with presents under it, articles already 
introduced in Units S-6, and the following toys (some of 
which may be represented by large pictures): a bicycle, 
a dolL an electric train, an airplane, a farm house, a boat, 
a tennis racket, a gun and a rocket. Added suggestions: 
boxes wrapped as presents, picture of Nativity scene or a 
real creche. 
Explain to class: Teachers will note that the three weeks 
of lessons before Christmas have been combined. The 
following sections may be explained to class in the order 
given unless otherwise indicated on teachers' programs. 
9. Christmas is coming and we are going to start learning 
how to talk about it. We will act out a skit or little play 
about Santa Claus, only the French children call him 
something else and you will have to listen to find out 
what they say. This little play will be in three different 
acts, and when we have acted all three of them we can 
put them together and have the whole story about the 
children in a family and what they ask for for Christmas 
and how they find their gifts on Christmas morning. We 
are also going to start learning a Christmas carol that 
French children like to sing just as much as we like to 
sing our favorite carols at Christmas time. 
10. We are going to act out the second part of our skit 
about Christmas this week, and make sure we know the 
toys and decorations for the Christmas celebration. By 
next week we shall be able to sing the French Christmas 
carol. Do you all know now how to tell what you want 
for Christmas? 
II. Christmas is almost here, and this week we shall put 
together all the things we know about it in French. Did 
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you know that Santa Claus wears a different costume in 
France? There he has a long red robe instead of a jacket 
and belt as he does here. At Christmas time he brings 
presents only to the children in France; the grown-ups 
receive theirs on New Year's Day. And French children 
simply find the presents left for them by the fireplace. 
They don't hang up their stockings as we do. Now let's 
have Christmas in French! 
Information for teachers: This combined unit contains a 
skit about the French counterpart of Santa Claus, le Pere 
Noel. It consists of three scenes, and if your class learns 
one each week the three can be put together and the 
whole skit presented in class just before vacation begins 
- or perhaps one class will offer to put it on for other 
classes which have not begun to study French yet, or it 
may even be put on as an assembly program, concluded 
by the singing of the Christmas carol. 
The first scene takes place well before Christmas in a 
department store; in it a child tells le Pere Noel what he 
would like for Christmas. In the second, it is Christmas 
eve and le Pere Noel is seen in the living room leaving 
gifts for the children in the family. He waves "Merry 
Christmas" to the "audience" as he leaves. The third 
scene takes place Christmas morning as each of the 
children finds the gift that le Pere Noel has left for him. 
DIALOGUE 
C'est la Noel. 
Voila le Pere Noel. 
Voila la creche. 
Voila un arbre de Noel. 
Ou sont les jouets? 
Ils sont sous l'arbre. 
Chantons une chanson de Noel. 
Joyeux Noel! 
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Sc. I. 
SKIT 
(In a department store) 
Pere Noel: 
L'enfant: 
Pere Noel: 
L'enfant: 
Pere Noel: 
L'enfant: 
Pere Noel: 
L'enfant: 
Pere Noel: 
L'enfant: 
Pere Noel: 
Venez ici, mon petit/rna petite. 
Oui, Pere Noel. 
Comment vous appelez-vous? 
Je m'appelle Michel/Denise. 
Quel age avez-vous? 
J'ai sept ans./ J'ai huit ans./ J'ai neuf 
ans./ J'ai dix ans. 
Vous etes sage? 
Oh oui, Pere Noel, tres sage. 
Bon. Alors, que voulez-vous? 
Je voudrais une bicyclette, s'il vous 
plait. (I) 
Bien. Cava. 
(Christmas eve. Santa Claus tiptoes into the living room.) 
Sc. II. Pere Noel: Voila une poupee pour Yvonne. 
Sc. III. Yvonne: 
Roger: 
Denise: 
Michel: 
Voila un pistolet pour Roger. 
Voila une bicyclette pour Denise. 
Voila un train electrique pour Michel. 
(Waves to audience) 
Joyeux Noel, tout le mondel 
(The next morning) 
Voila une poupee pour moil 
Voila un pistolet pour moil 
Voila une bicyclette pour moil 
Voila un train electrique pour moil 
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CHANSON 
II est ne, le divin enfcmt, 
Jouez, hautbois, resonnez, musettes! 
II est ne, le divin enfant, 
Chantons tous son avimement. 
(See Appendix for music) 
0) Here are other toys that can be asked for (in addition to 
those of Unit 6): 
Je voudrais une bicyclette./ une poupee./ un train 
electrique./ un avion./ une ferme./ un bateau./ une 
raquette./ un fusil./ une fusee. 
I. Note the pattern for a very polite request: /e voudrais 
PLUS ARTICLE, PLUS NOUN, and contrast with the pattern 
for direct commands already used: Donnez-moi PLUS 
ARTICLE, PLUS NOUN. 
2. Except with numbers and in the "how many?" pattern 
to be introduced in Unit 12, plural forms of nouns have 
been kept to a minimum during the first 15 weeks of 
lessons. Since Christmas without toys in the plural is 
unthinkable, however, the following question and answer 
are included (but this pattern will not be emphasized or 
actively developed until later): Ou sont les jouets? Ils sont 
so us 1' arbre. (Voila les jouets would also be a possible 
response; cf. Ou est le professeur? Voila le professeur.J 
Notice that the principal element of the written language 
that tells the eye that a word is plural, namely the 
letters at the·end of the word, is not heard. The important 
sound in the spoken language that tells the ear that 
a word is plural is Jes in the above patterns (and also, 
in this case, the plural verb form sont). We mention this 
here as one of the many examples of the differences 
between the listening-hearing approach of the present 
and the grammar-and-reading approach of the past, 
which teachers who first studied French under the latter 
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approach will be interested in observing as they adjust 
their thinking to a different method. 
3. In Unit 4 we summed up the special pronunciation 
phenomena that occur in the group NUMERAL-PLUS-
NOUN, including the pronunciation when the noun begins 
with a vowel and liaison occurs. Liaison is required in 
that case. 
To generalize about liaison, it is required in certain 
cases, forbidden in certain cases, and optional in others. 
As for the optional cases, the tendency in French is to 
"make liaison" more often when one is speaking more 
carefully or in more formal circumstances, and to "make 
liaison" less often when one is speakinq more colloquially 
and in less formal circumstances. (The level of usage 
presented as an example in the television lessons when 
optional cases occur is that of normal careful speech, 
such as teacher and pupils would use in the classroom, 
but it is neither painstakingly careful on the one hand 
nor the colloquial speech of children on the playground 
on the other.) 
In the Lesson Contents to date the following cases have 
occurred where liaison is required: 
Unit 1: mes enfants. 
(POSSESSIVE PLUS NOUN) 
Unit 2: Comment vous appelez-vous? 
(PERSONAL PRONOUN PLUS VERB) 
Comment allez-vous? 
(set phrase, liaison traditionally required) 
Unit 4: Quel temps fait-il? 
(VERB PLUS PERSONAL PRONOUN) 
Unit 7: C'est une sucette. 
(liaison required after c' est and il est) 
To date we have seen one case where liaison is 
forbidden: Unit 3: Combien font cinq et un? (Liaison 
forbidden after et, also forbidden before un) 
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In Unit 9, 10, ll, finally, we have two cases in which 
liaison will be heard: Venez ici (liaison optional) and 
Vous etes sage? (liaison required, PERSONAL PRONOUN 
PLUS VERB.) 
4. With reference to the phrase le divin enfant, in the 
Christmas carol, the last syllable of divin would normally 
be pronounced as a nasal (see Points, Unit 6) but 
here, followed by a noun starting with a vowel, the 
pronunciation changes to divi-nenfant. 
A. Standard (for the three weeks) 
I. The new toys can be practiced by using them in 
patterns already known; for example: 
(a) Qu'est-ce que c'est? C'est une poupee. 
(b) Montrez-moi un train electrique. Voila un 
train electrique. 
(c) De queUe couleur est la ferme? La ferme 
est blanche. 
(d) Ou est l'avion? Sous l'arbre de Noel./ Dans 
la boite fran9aise. 
2. Practice each of the scenes after it has been 
presented on the TV lesson, first with the teacher 
then with the better pupils as le Pere Noel. 
Scene I can be considerably prolonged if the 
children use in turn the many names for toys 
that they now know. 
3. The phrases of the first .part of the Lesson contents 
will not be worked on very thoroughly on the 
TV lessons. If teachers wish to practice them 
with their classes, this can best be done by using 
pictures and the following patterns: 
(a) Montrez-moi le Pere Noel. 
(b) Ou est la creche? 
(c) Quel temps fait-il? II neige et il fait froid. 
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(d) Ou sont les jouets? 
(e) Comment s'appelle-t-il? 
(pointing to le Pere Noi:W 
B. Supplementary (for the three weeks) 
I. Teach the "extra" Christmas carol, Entre le boeuf 
et l'ane gris (see Appendix). This will not be 
presented on television. (Pictures, especially a 
Nativity scene or a creche, will give you an easy 
way to explain the vocabulary of the carol.) 
They will also give an opportunity to point and 
ask Comment s'appelle l'enfant? Comment 
s' appelle la mere? Comment s' appelle le pere? 
2. Teach the verse to 11 est ne (which itself is, 
strictly speaking, a refrain. sung before and 
after a series of verses on the Christmas story). 
See Appendix. 
3. Experiment with more or less improvised conver-
sations centered on the giving of a gift by 
one pupil to another. These should be as 
spontaneous as possible, or the teacher may 
throw out "cues" or hints as to their develop-
ment. Here is an example of what may evolve: 
Jeanne: 
Marie: 
Jeanne: 
Marie: 
Jeanne: 
Marie: 
Voila quelque chose pour vous. 
Pour moi? 
Oui, c' est pour vous. 
Qu'est-ce que c'est? 
Ouvrez la boite. 
Oh! Une poupee. Merci, Jeanne. 
4. Note that Scene I of the skit may be expanded 
almost indefinitely, especially if each pupil has 
a turn with Je Pere Noel and the rule is made 
that each must ask for something different. 
5. Teach and use the New Year's greeting, Bonne 
annee. 
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Props needed for class follow-up: A red lollypop to show 
the color of the one used in the television lessons. Make 
sure that you have a number of pencils, marbles, erasers, 
etc., among the props in la boite frangaise, in an 
assortment of the colors already learned (see Unit 8). 
Explain to class: This week we are going to ask how many 
things we can see, if the TV teacher shows us several 
pencils, or books, or· lollypops. There will also be a 
conversation in which Mrs. Slack shows something to a 
pupil but then does not give it to him. See what happens 
next! And finally we are going to learn a new song which 
will be special fun to sing. 
Information for teachers: In the television lessons this 
week there will be comparatively little new material but 
considerable review of the things we introduced some 
time ago. The "Cuckoo" song can be sung in unison and 
as a round, with the class divided into two halves and the 
second group starting Dans la foret lointaine when the 
first group gets to Cou-cou. The cuckoo can be heard off 
in the forest saying "Cou-cou, Cou-cou" to the owl. 
Combien de crayons y a-t-il dans la boite? I sur la table?O> 
II y a un crayon. 
II y a trois crayons. 
Le professeur: 
Nanette: 
Le professeur: 
DIALOGUE 
Voila une sucette rouge. <2> 
C' est pour moi? 
Non, Nanette. C'est pour lui./ C'est pour 
ell e. 
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Nanette: Pour lui? I Pour elle? 
Le professeur: Oui, pour lui./ Pour elle. 
CANON 
Dans la foret lointaine, on entend le cou-cou; 
Du haut de son grand chene, il repond au hibou: 
Cou-cou, cou-cou, cou-cou, cou-cou, cou-cou, 
Cou-cou, cou-cou, cou-cou, cou-cou, cou-cou. 
(See Appendix for music) 
Ol Reminder: You can use the following variations in this 
patten~ (with un/une or another number in the answer): 
Combien de livres I tambours I sucettes 1 fermes I 
cahiers I trains electriques I lapins 1 gommes / balles 
autos I drapeaux I mouchoirs 1 boites I poupees 
chats I fusees I fusils 1 bicyclettes I trompettes 
pistolets I poissons I chiens 1 oiseaux. 
(Zl Reminder: Such combinations of noun plus adjective of 
color as the following may be used in this pattern: un 
livre bleu/un mouchoir blanclun lapin bleulun poisson 
rouge/une boite marron/une balle verte;un chat 
noirlune trompette jaune/une ferme blanchelune 
auto rouge/une bicyclette bleue/une fusee grise;une 
sucette verte. 
l. Note the distinction between voila, which actually 
points ("Here is," "Here are," "There is," "There are") and 
il y a, which simply states the fact of presence or existence 
without emphasis (as in "There are seven elementary 
schools in our town.") 
2. In view of the importance of NUMERAL PLUS NOUN 
groups in the responses to the Combien pattern, this 
54 
12 
is a good place to review what was said about their 
pronunciation in the Points of Unit 4. 
3. Note that adjectives of color (une sucette rouge,) like 
adjectives of nationality (le drapeau americain, Unit 6) 
and, indeed, most descriptive adjectives, follow their noun 
in French. Elementary school children accept this and 
similar phenomena without concern, and we therefore do 
not have to talk to them about "grammar rules" to account 
either for these cases or those cases in which (according 
to the grammar-books) "certain short, very common 
descriptive adjectives precede their noun" (une petite fille, 
Unit 4, son grand ch€me in this week's song, and les petites 
marionnettes and trois petits tours in the song of Unit 1). 
A. Standard 
l. Practice questioning pupils on the number of 
objects you hold up, pencils, marbles, etc., then 
place them on the table and in Ja boite franc;aise 
for further questions following this model: 
Ou sont les crayons? 
Les crayons sont sur la table./ dans la boite. 
Combien de crayons y a-t-il sur la table? I dans 
la boite? 
Il y a trois crayons dans la boite. 
2. Count various kinds of objects in chorus and 
individually. (Command: Comptez les crayons.) 
3. Practice the dialogue using a variety of objects. 
4. Sing the new song "Le Coucou," and review the 
earlier ones as the children ask for their favorites. 
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B. Supplementary 
I. Do arithmetic examples using numbers of objects, 
as: 
Combien font deux crayons et deux crayons? 
Deux crayons et deux crayons font quatre 
crayons. 
2. Practice the pattern: Y a-t-il deux crayons dans la 
boite? Oui, il y a deux crayons dans la boite, 
substituting various objects and using sur la table 
and so us 1' arbre (Affirmative answers only.) 
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Props needed for class follow-up: The toy dog, originally 
suggested as a prop in Unit 6, is used again in this Unit, 
along with a variety of other toys. (Since a black toy dog 
will be essential in the skit of Unit 14, this is the time to ask 
your pupils to lend one to the class if you do not already 
have one.) 
Explain to class: This week we are going to ask whom 
something belongs to and we are also going to tell 
someone to go to the blackboard and draw pictures of 
things and then erase them. 
DIALOGUE 
A qui est ce chien?<n 
A moi, madame./ A moi, mademoiselle./ A moi, monsieur. 
A lui, madame./ A lui, mademoiselle./ A moi, monsieur. 
A elle, madame./ A elle, mademoiselle./ A moi, monsieur. 
A qui est cette balle?<2l 
A moi, madame./ A moi, mademoiselle./ A moi, monsieur. 
A lui, madame./ A lui, mademoiselle./ A lui, monsieur. 
A elle, madame./ A elle, mademoiselle./ A elle, monsieur. 
Allez au tableau. 
J e vais au tableau. 
Dessinez un chien.<3l 
J e dessine un chien. 
Effacez le chien. <3> 
J' efface le chien. 
Retoumez a votre place. 
Je retourne a rna place. 
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OJ Reminder: You can use the following demonstrative 
and noun groups in this pattern: ce livre/ ce cahier/ce 
tambour/ce drapeau/ce pistolet/ce mouchoirjce train 
electrique/ce lapin/ce poisson/ce chatjce fusil. 
(2l Reminder: You can use the following demonstrative 
and noun groups in this pattern: cette balle/cette auto/ 
cette sucettejcette gomme/cette craie/cette trompettej 
cette boite/cette bicyclette/cette ferme/cette poupee; 
cette fusee. 
(3l Many of the nouns enumerated in footnotes (I) and (2) 
may be used in this pattern. 
I. The demonstrative adjectives, illustrated here by ce 
chien and cette balle can mean either "this" or "that" 
depending on the context. The change in form, depending 
on the gender of the noun to which they apply, is, like the 
un-une, le-la, and il-elle distinctions, a phenomenon which 
elementary school children will usually take in their stride. 
As noted already (Points, Unit 4), the teacher should not 
try to give an explanation in terms of grammar or gender 
but say that in French we automatically use different 
forms with different words. 
2. In the command and response Retournez a votre place. 
!e retourne a rna place even the linguistically receptive 
minds of elementary school pupils sometimes have trouble 
with the change of possessive, "your" and "my", which 
involves a switch in point of view that does not seem to be 
important to small children. The fir5t step in making 
this switch automatic might be for you to take a few 
steps away from your desk and ask a pupil to give the 
command Returnez a votre place to you; as you go back 
to your chair you would say Voila rna place. Je retourne a 
rna place. Repeat this four or five times with different 
children giving the command. Next send four or five other 
pupils in turn to the blackboard then ask them to return 
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to their place, using the command Allez au tableau and 
getting their response /e vais au tableau followed by the 
command Returnez a votre place and getting their 
response /e retourne a ma place. 
3. Here is a list of all the command and command-and-
response patterns introduced to date: 
(I) Montrez-moi PLUS ARTICLE, PLUS NOUN 
Voila PLUS ARTICLE, PLUS NOUN 
Donnez-moi PLUS ARTICLE, PLUS NOUN 
Voila PLUS ARTICLE, PLUS NOUN 
Levez PLUS ARTICLE, PLUS NOUN 
Je leve PLUS ARTICLE, PLUS NOUN 
Cachez PLUS ARTICLE, PLUS NOUN 
Cherchez PLUS ARTICLE, PLUS NOUN 
(2) Levez-vous 
Asseyez-vous 
(3) Sortez 
Entrez 
Je me leve 
J e m 'assieds 
You will note that they fall into three different categories 
as to use. 
A. Standard 
l. Practice the patterns for asking to whom something 
belongs, using as many of the nouns listed in 
the footnotes as you have in your collection 
of props. 
2. Give the new series of commands and have the 
children tell what they are doing as they do it. 
3. Review counting by having a number of children 
go to the blackboard, draw the same object 
and return to their seats without erasing them. 
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Then call on the class to count the drawings 
of the object in chorus, and next ask several 
individuals in turn how many there are. (Com-
bien de cbiens y a-t-il au tableau?) Use the new 
commands to have other children go to the 
board and erase the drawings. 
4. Continue singing "Le Coucou," in unison, or as 
a round. 
5. Don't forget to talk about the weather regularly. 
B. Supplementary 
I. Use complete answer in telling to whom something 
belongs: 
C' est a moi, Madame. 
C'est a lui, Mademoiselle, etc. 
2. Let a child play teacher and ask various classmates 
to draw or erase pictures on the board, using all 
commands already learned. 
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Props needed for class follow-up: Black toy dog. If you 
have a calendar in your room, this is the time to paste a 
strip of paper over the names of the days- or obtain a 
French calendar (see below) and paste a strip of paper 
over the names of the days. 
Explain to class: Now we are ready to learn the names of 
the days in French. We are also going to act out a skit 
about a boy and a lost dog and a policeman. Do you think 
policemen in France look just like policemen in the United 
States? Of course, even if they look a little different they 
are just as important and helpful to French children and 
grown-ups as American policemen are to us. Then there is 
going to be a new song about children walking in the 
woods and nearby there is a wolf. 
Information for teachers: Calendars printed in France 
usually show Monday as the first day of the week and 
Sunday as the last, while ours show the week beginning 
on Sunday and ending on Saturday. 
Quel jour est-ce aujourd'hui? 
C'est lundi./ C'est mardi./ C'est mercredi./ C'est jeudi./ 
C'est vendredi./ C'est samedi./ C'est dimanche. 
Au revoir, madame. 
Au revoir, mes enfants. A lundi./ A mardi./ A mercredi./ 
A jeudi./ A vendredi./ A samedi./ A dimanche. 
DIALOGUE 
Henri (enters): Noiraud! Noiraud! Ou est Noiraud? 
L'agent de police (enters): Voila un chien. A qui est 
ce chien? 
Henri: A moi, monsieur I' agent. 
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L'agent de police: C'est un beau chien. 
Henri: Oui, monsieur l'agent. C'est un beau chien. 
L'agent de police: Comment s'appelle-t-il? 
Henri: Il s'appelle Noiraud. 
L'agent de police: Et vous, comment vous appelez-vous? 
Henri: Je m'appelle Henri. 
L' agent de police: Alors, au revoir, Henri. 
Henri: Au revoir, monsieur l'agent. Et merci. 
CHANSON 
Promenons-nous dans les bois 
Pendant que le loup n'y est pas. 
Si le loup y etait 
Il nous mangerait. 
Loup, y es-tu? 
l. Non, je mets rna chemise. 
2. Non, je mets mon pantalon. 
3. Non, je mets mes bottes. 
4. Non, je mets mon chapeau. 
5. Oui, j'y suis. 
Sau vons-nous! 
(See Appendix ~or music) 
l. In pronouncing English we put a strong stress accent 
on a syllable· or syllables of individual words, like 
Sunday, Monday, Tuesday. Remember that French does 
not have a stress accent but stresses the last syllable of 
a word or "sense group" by prolonging it slightly. In 
pronouncing the names of the days in French we must 
guard against transferring to them the stress accent 
of English. Pronounce C'est vendredi as if it were all 
one word with the same "evenness" of rhythm and pro-
nounciation as we would say One, two, three, four, simply 
marking the final syllable by slightly "holding" four. 
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2. Reread what was said in the Points of Unit 1 about 
the pronunciation of the sound represented by the letter r 
in French. Here are all the words that we have had to 
date in which the combination of r plus consonant occurs, 
for further practice: merci, mon ·merle a perdu une plume, 
un garc;on, verte, c'est mardi, c'est mercredi. 
A. Standard 
1. Every day ask what day of the week it is (rather 
than asking the whole list of days). This is a 
good time to question about the weather, too. 
2. Repeat the farewell phrase each day and make it 
regular classroom pract'ice. Also review the day 
with this pattern: Voyons, c'est lundi. Alors, a 
demain, a mardi. 
3. Ask again a series of questions about whom objects 
belong to (as in Unit 13) 
4. Continue using the series of commands of Unit 13, 
having all the objects the children can name 
drawn on the board and erased again. 
5. Practice the dialogue, first acting the part of 
"l'agent de police" yourself, then letting pupils 
take both roles. 
6. Sing the song "Promenons-nous dans les bois." with 
one or two of the spoken answers. 
B. Supplementary 
1. Add the following question and answer to the 
pattern about the days: 
Est-ce que c'est lundi? 
Non, ce n'est pas lundi. C'est mardi. 
2. Dialogue. Have pupils play both parts of the 
dialogue. Substitute other animals in the dia-
logue, for example: those of Unit 8. 
3. Do the new song in full. 
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Props needed for class follow-up: A toy clo'ck with 
movable hands for practice in telling time. A stick like the 
French policeman's club, white if possible. 
Explain to class: We already understand when somebody 
asks us in French to do things like showing, giving, 
standing up, sitting down, raising our hands, going to the 
blackboard, drawing or erasing pictures, and going back 
to our place. Would you know what somebody was 
saying if they asked you to go to the door or the window, 
or to open it or shut it? Let's see. 
Now that we know the days of the week, how about the 
time of day? Let's find out how to tell time in French! 
Allez a la porte./ a la fenetre. 
Je vais a la porte./ a la fenetre. 
Ouvrez la porte./ la fenetre.<l) 
J'ouvre la porte./ la fenetre. 
Fermez la porte./ la fenetre.o> 
Je ferme la porte./ la fenetre. 
Quelle heure est-il? 
II est une heure./ deux heures. I trois heures. 1 quatre 
heures./ cinq heures./ six heures. ' sept heures. I huit 
heures./ neuf heures./ dix heures./ onze heures. 
midi./ minuit. 
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DIALOGUE <2 > 
Richard (enters): Monsieur l'agent, ou est mon chat? 
L'agent de police: Ah, je ne sais pas, mon enfant. 
Louise (enters): Monsieur l'agent, ou est mon perroquet? 
L'agent de police: Ah, je ne sais pas. Cherchez-le. 
Helene (enters): Monsieur l'agent, ou est mon oiseau? 
L'agent de police: Ah mon dieu! Cherchez-le. 
Fran9ois (enters): Monsieur l'agent, ou est mon poisson? 
L'agent de police: Oh Ia Ia! Cherchez-le. 
o> This pattern can be used with the words: Ia boite;' 
le cahier/le livre. 
<2> This dialogue can be added to the end of the Dialogue 
in Unit 14. 
I. The pronunciation of the numerals in time-telling 
presents the same special cases as we presented in the 
Points of Unit 4, since the numerals make liaison with the 
word beures (initial letter b usually is for the eye only and 
the word is pronounced as if it had no b.) Here again 
are the pronunciations of the numerals before a noun 
beginning with a vowel, before ans, and before beures 
(the two latter showing a special, different pronunciation 
after 9): 
Nouns beginning 
with a vowel: 
2 deux-zenfants 
3 trois-zenfants 
4 quatr'enfants 
5 cinq-kenfants 
6 six-zenfants 
7 sept-tenfants 
8 huit-tenfants 
9 neuf-fenfants 
10 dix-zenfants 
ans 
deux-zans 
trois-zans 
quatr-ans 
cinq-kans 
six-zans 
sept-tans 
huit-tans 
neuf-vans 
dix-zans 
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beures 
deux-zeures 
trois-zeures 
quatr' eures 
cinq-keures 
six-zeures 
sept-teures 
huit-teures 
neuf-veures 
dix-zeures 
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A. Standard 
l. Continue to ask what day of the week it is at the 
beginning of the day and use the pattern given 
in Directions for Follow-Up of Unit 14 at the end 
of the day. 
2. Use the new command forms from time to time 
during the day, always expecting the pupil to 
say what he is doing as he does it. (Include 
commands to open and close door, window, 
book, box and notebook.) 
3. With a pile of books on your desk with covers in 
the colors we have used (red, blue, black, gray, 
brown, yellow, green, white) ask pupils in turn 
to open or close one or another as drill on 
recognizing and using the colors with noun. 
4. Either with a toy clock or the classroom clock (on 
the hour only!) ask the time. 
5. Practice the Dialogue of Unit 14 with the addition 
of the added lines given in Unit 15 when the first 
part has been really mastered. 
6. Continue to sing Promenons-nous with the whole 
series of the wolf's responses. 
B. Supplementary 
l. Add to the Ouvrez/Fermez commands: les yeux, 
les mains, la bouche. 
2. Re-use Cachons le mouchoir with the following 
expansion. (No one goes out, all put their heads 
down and close their eyes.) 
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_ Qui veut cacher le mouchoir? 
_ Moi, madame. 
15 
_ Bon. Baissez la tete et fermez les yeux, 
tout le monde! Jean allez cacher le 
mouchoir .... Ca y est. Ouvrez les 
yeux, tout le monde. Qui veut chercher 
le mouchoir? 
_ Moi, madame. 
__ Bien. Allez chercher le mouchoir, Denise. 
(The usual froid, tiede, chaud, brulant series 
follows, then:) 
_ Voila le mouchoir, madame. 
_ Tres bien, Denise. Ou est le mouchoir? 
_ 11 est sous la table/dans la boite/sur la 
table/sous le livre vert, etc. 
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APPENDIX 
Having a French name assigned to him - either the French 
counterpart of his name as found in the lists below, or his own name 
pronounced as a French speaker would pronounce it, or a name which 
he chooses from the list - is an important part of the elementary 
school child's new language experience. 
Alan, Allen 
Albert 
Alfred 
Andrew 
Anthony 
Arnold 
Arthur 
Benjamin 
Bernard 
Brian 
Carl 
Charles 
Christopher 
David 
Dan, Daniel 
Dennis 
Dominick 
Edmund 
Edward, Edgar 
Elliot 
Eric 
Ernest 
Eugene 
Frank 
Francis 
Frederick 
Gene 
George 
Gerald, Gerry 
Gregory 
Guy 
Harry, Henry 
Herbert 
Hugh 
James 
Jerry 
Joel 
Geoffrey 
Alain 
Albert 
Alfred 
Andre 
Antoine 
Arnaud 
Arthur 
Benjamin 
Bernard 
Bertrand 
Charles 
Charles 
Christophe 
David 
Daniel 
Denis 
Dominique 
Edmond 
Edouard 
Elie 
Eric 
Ernest 
Eugene 
Fran~ois 
Francis 
Frederic 
Eugene 
Georges 
Gerard 
Gregoire 
Guy 
Henri 
Herbert 
Hugues 
Jacques 
Jerome 
Joel 
Geoffroi 
BOYS 
John 
Joseph 
Lawrence, Larry 
Leo 
Leonard 
Louis, Lewis 
Mark 
Martin 
Michael 
Morris 
Nicholas 
Oliver 
Patrick 
Paul 
Peter 
Phillip 
Ralph 
Randall 
Raymond 
Richard 
Robert 
Robin 
Roger 
Ronald 
Stanley 
Stephen 
Theodore, Ted 
Terry 
Thomas 
Timothy 
Tony 
Victor 
Vincent 
Walter 
William 
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Jean 
Joseph 
Laurent 
Leo 
Leonard 
Louis 
Marcel 
Marc 
Martin 
Michel 
Maurice 
Nicholas 
Olivier 
Patrice 
Paul 
Pierre 
Philippe 
Raoul 
Randolphe 
Raymond 
Rene 
Richard 
Robert 
Robin 
Roger 
Renault, Renaud 
Etienne 
Etienne 
Theodore 
Thierry 
Thomas 
Timothee 
Antoine 
Victor 
Vincent 
Gauthier 
Guillaume 
Yves 
Adrienne 
Agnes 
Alice 
Amanda, Amy 
Andrea 
Anita 
Ann 
Arlene 
Barbara 
Beatrice 
Becky 
Beth 
Betsy, Betty 
Carolyn 
Catherine 
Charlotte 
Christie, 
Christina 
Clara, Claire 
Claudia 
GIRLS 
Adrienne Joyce 
Agnes Judith 
Alice Kathleen 
Aimee Karen, Kay 
Andree Kitty 
Annette Laurie, Lee 
Anne Leila 
Arlene, Arline Lillian 
Barbara, Barbe Linda 
Beatrice Lois 
Berthe Lorraine 
Elisabeth Lucy 
Babette Lynn 
Caroline Madeline 
Catherine Marcella 
Charlotte Margaret 
Christine, Maureen 
Christiane Martha, Marcia 
Claire Marian 
Claudine, Marilyn 
Claudette 
Connie, Constance Constance Mary 
Michaela 
Miriam 
Monica 
Nancy 
Deborah Deborah 
Denise Denise 
Dianne, Donna Diane 
Dorothy Dorothea 
Edith Edith 
Eilene, Elaine, Ellen Helen& 
Eleanor Eleanore 
Elizabeth Elisabeth 
Elsa, Elsie Elise 
Esther Esther 
Evelyn Eve 
Florence Florence 
Frances Fran«;oise 
Gail Gigi 
Genevive Genevieve 
Georgina Georgette 
Geraldine Geraldine 
Germaine 
Gloire 
Harriette 
Helene 
Hilde 
Nina 
Patricia 
Pamela 
Paula 
Paulette 
Peggy 
Polly 
Priscilla 
Regina 
Renee 
Rita 
Roberta 
Rosalyn 
Rosemarie 
Ruth 
Sharon 
Gloria 
Harriet 
Helen 
Hilda 
Hope 
Isabelle 
Jacqueline 
Esperance Susan, Suzy 
Isabelle Sylvia 
Jacqueline Teresa 
Joie 
Judith 
Catherine 
Charlotte 
Minette 
Laure 
Lola, Lelia 
Liliane 
Lisette 
Louise 
Lorraine 
Lucie 
Linette 
Madeleine 
Marcelle 
Marguerite 
Mathilde 
Marthe 
Marianne 
Marie-Helene 
Marie 
Michele 
Miriam 
Monique 
Nancy 
Nicole 
Nanette 
Patricia 
Pamela 
Paule 
Paulette 
Phebe 
Pauline 
Priscilla 
Regine 
Renee 
Rita 
Roberte 
Rosette 
Rose-Marie 
Ruth 
Charline 
Simone 
Suzanne, 
Sylvie 
Therese 
Suzette 
Jane, Jean, Joan 
Janet. Janice 
Jill, Julie 
Josephine 
Jeanne, Janine Victoria, 
Jeannette Virginia 
Julie Vivian 
Josephine 
Wendy Victoire, 
Virginia 
Vivienne 
Yvonne 
Victorine 
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Ainsi font 
I& ~~ 1 J) ' ~ m ~ r ' I ~' ) l) J Jl l ) I 
Ain-si font, font, font, Les pe-ti-tes ma-rion-net-tes, 
~ ~b & kk .J' Jl ~ .} v 
Ain-si font, font, 
'2. L"" pnings ;tux ru-teb 
:\Ia-rion-net-ks, lll<t-rion-nl't-tes 
LPS poin!!S aux cu-tes 
:\Lt-rion-m·t-tt·s, s'il vous plait. 
'l. Lt>s dL·nx bras crol-ses 
Ma-rion-n..t-t .. s, ma-rion-nPt-tes 
LPs dl'UX bras croi-sPs 
:\Ia-rion-nd-tt>s, s'il vous plait. 
~ t ' Trois petits tours et puis s'en vont. 
3. Les mains sur Ia tete 
Ma-rion-net-tes, ma-rion-net~tes 
Les mains sttr Ia tete 
II 
Puis dan-st>z, les ma-rion-net-tes. 
They gu this way and that way, 
The little marionettes, 
They go this u•ay and that u•ay, 
Three little turns, 
And uff they go. 
Mon Merle 
:\I on 
nwrle 
II 
IJ }JJ 
merle 
} } J 
a per- du 
a per-du 
r 
nne 
deux 
ne chan-terct plus, mon mt·rle, 
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\une 
~deux 
I J 
I j. J 
phtmt~ :\fon 
plumes,~'~~'· 
~ plume, plume, plume. l plumes, plunws, plumes. 
I J. ,>J F I J II 
II ne chan-tera plus. 
Meunier, Tu Dors 
ft~JIJ Jij jjl :J J :J I J J J I 
~l··u - nier, tu dors, ton mou- lin va trap vi - te Meu-
t& ~ j J I J JJIJJJIJ II 
nier, tu clors, ton mou - lin va trap fort. 
l Ji L. •i v ) 
Ton mou-Iin, ton mou-lin va trap vi - te 
t_& ~ :J J J J J J J J J =II 
Ton mou- lin, ton mou- lin va trap fort. HPpeat 
Il Est Ne, Le Divin_ Enfant 
1&~¢ J :J :J fjl J :J :J ¥ I:J j}F ~fl 
II est ne, le eli -\'in en-fant! Jou- ez,haut-bob,re-son-
1& d J :J '[J )~ I J :J :J f jl J J ;_.d 
nez, mu- set - tes! II est m-:, k di - vin en- fant! 
1& d :J J F # f I J 
Fine 
II 
Chan - tons taus son a - ve - ne - ment! 
1& ~ r r c F P' I F r r 
De 
-
puis plus de qua - tre mille ans, 
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~- r r c v r1 r r r l J1~ I r r c F pol 
l'\ous le pro- mct-taient les pro- phe - tes, De-puis plus rk qua-
D. C. al Fi11P 
1& ~ r r r lrrrVmlrrJ 11 
tre mille ans, No us at - ten-dions crt heu- reux- temps. 
2. Ah! Qu'il est brau, qu'il est char-mant. 
Qu" ses gra-ces son par-fai-tes 
Aht Qu'il est beau, qu'il est char-mant. 
Qu'il t'St doux, le di-vin en-fant. 
CD · Le Cou-cou 
I & ~ i J I J J ;t Ji I J Ji) I }.) J J1 I J. J I 
Dans Ia fo- ret loin - tai - ne' 011 t'll- tend le COll - cou Du 
haut de son grand che - ne, ii re- pond au hi - bou. Cou-
F I J. v I v· ~ • v F I J. F I 
cou, COli - · CO!l I CUll - cou, CO!l- COU 1 cou - cou, Cou-
v I J. v I ,. ~ .. v F I J. I 
cou, cou - cou, cou - cou, cou- cou, cou - cou. 
Promenons-no us 
t& •t J J I J J J I J J J I J J J J 
Pro-menons-nous dans les bois Pen-dant que le· loup n'y'est 
t*J JJIJ ~ lr RIJ r I~ II 
pas. Si Ie loup y'e - tait, il nous man - ge - rait. 
Spoken: Loup, y'es-tu? t. Non, je mPts rna chemise 2. Non, je mets mon pantalon 
3. Non, je mPts mes bottes li. Non, jP ml'ts mon chapl'au 
5. Oui, j 'y suis Sauvons-nou~ I 
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Un Kilometre a Pied 
1&~~~~rwvJJ. JIJ waW J 
Un ki-lo-me-tr'apicd, <;a u- se, t;a u-se, 
I":'\ )IJJJ3J 
TT k' 1 ' t ' • 
....,n ·t- o-rne- r' a pted, <;a 11 - se, lcs sou-licrs . 
2. D··ux kilometres a pit·ct, f'/C, :L Trois kiloml-tres a pied,;,,, 
Picoti, Picota 
1&•1 JJJ; I J)J I JJJ;I J~J I 
U - ne pou-le sur un mur Qui pi - co-te du pain dur 
1&- ))J iJJJ l#)o.hJiJ~re~IJ s I 
Pi- co-ti, pi- co-ta Leve Ia queue et saute en bas. 
Entre Le Boeuf Et L'ane Gris 
I[ I j 
En - tre le boeuf ct l'a - ne gris, Dort, dort, 
l)))jl 
dort lc pe-tit fils. Mille an-ges di - vins, mi-lle se-ra-
--.__:; 
ph ins, Vo-lent a l'en-tour de cegrand Dieu _ d'a - mour. 
2. En-tre les deux bras de Ma-rie a. En-tre les·ro-ses et les lys 
4. En-tre les pa-sto-reaux jo-lis 
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. /' -/-a. • ·I:. / P'; ·-..dJ.:tJ"'·rlM Z: ~ ~-~ 
u. •. , ./ :, _ _:_:::_ __ ~!:ti':d!::P~ . /?§ r-
Ol This word list contains the vocabulary of the lesson contents only 
in the form in which it appears. The following prepositions and 
contracted articles have been omitted: au; de; du. 
.s;L 
a 
~ . g_mg1 
a lui 
a elle 
A 
age- quel age avez-vous? 
un agent .d~lice 
ainsi 
allez 
alors 
americain 
ans 
je m' appelle 
( il s' appelle 
(elle s' appelle 
Comment vous appelez-yous? 
un arbre 
je m'assieds 
asseyez-vous! 
nous attendions 
aujourc;l~b.JJ~ 
au revoir 
aussi 
une auto 
avEmement 
un avion 
jai 
yous qyez 
une balle 
un bateau 
beau, il fait beau 
B 
un beau chien 
une bicyclette 
bien 
a bientot! 
une bille 
---bl~c4 blanche 
bleu, Eleue 
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has 
to, toward 
mine 
his 
hers 
age- how old are you? 
a policeman 
so, thus 
go! 
then, so 
American 
years 
my name is 
his name is 
her name is 
What is your name? 
a tree 
I sit down 
sit down! 
we were waiting 
today 
goodbye 
also 
a car 
coming (of Christ) 
a plane 
I have 
you have 
a ball (small) 
a boat 
beautiful. the weather is 
beautiful. a beautiful dog 
a bicycle 
well 
see you soon! 
a marble 
white 
blue 
8 (CONTJNUEDJ 
les bois the woods 
:u.n~ bs;~iw a box 
bon, bonne good 
bon jour Hello! Hi! 
mes bottes my boots 
brulant hot 
c 
era va bien I'm fine 
!Qn cahier a notebook 
ce this, that 
c'est it is, that is 
cet this, that 
cette this, that 
une chanson a song 
chantez! sing! 
chan tons! let's sing! 
l.lll s;;hg~~WI. a hat 
l.lll chat a cat 
chaud warm 
une chemise a shirt 
un chene an oak tree 
cb~s:;h~ii look for 
:u.n s:;his:m a dog 
cinq five 
c;gw,bi~D how many 
c;Qmm~n! how 
comment era va? how are you? (familiar) 
comptez! count! 
coniptons! let us count! 
une creche a manger (Christmas) 
une couleur a color 
D 
dans in 
de puis since 
je dessine I draw 
d~!iiliiin~z! draw! 
deux two 
mon Dieu! for Heaven's sake! 
dimanche Sunday 
divin divine 
~ ten 
:u.n ggiqt a finger 
donn~z! give! 
tu dors you sleep (familiar) 
douze twelve 
nn drapequ a flag 
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j' efface 
effacez! 
encore 
on entend 
entrez! 
(elle ( il ~§L(est-il?) 
est-ce? 
et 
vous etes 
j.L_fait. (fait-il?) 
il fait chaud - froid 
une ferme 
je ferme 
fermez! 
une (~~ltru..JUI~ 
la foret 
font 
fOrt 
frgpmjG 
froid 
un fusil 
une fusee 
un qarc;on 
une gomme 
grand, qrQtlde 
.gr:i.s. grise 
haut 
un hautbois 
E 
F 
G 
H 
~- Quelle heure est-il? 
11 est deux heur~s. 
un hibou • 
huit 
ici 
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I erase 
erase! 
still, more 
one hears 
come in! 
(she (he is (is he/she?) 
is it? 
and 
you are 
he does (does he?) 
it is warm -cold 
a farm 
I close 
close! 
a (little) girl 
the forest 
do, make 
strong, loud 
French 
cold 
a gun 
a rocket 
a boy 
an eraser 
big, great 
grey 
high 
an oboe 
hour - What time is it? 
em owl 
eight 
here 
It is 2 o'clock. 
.J 
jaune yellow 
jeudi Thursday 
les jouets the toys 
jouez! play! 
un jour a day 
Joyeux Noel! Merry Christmas! 
L 
:un lg12in a rabbit 
lentement slowly 
je me leve I get up 
levez-vous! get up! 
un livre a book 
lointaine far away 
un loup a wolf 
M 
rna my 
-
Madam~ Mrs. 
Mademois~l]e Miss 
la maitt the hand 
maman mama 
il nous mangerait he would eat us up 
mardi Tuesday 
une marionnette a puppet 
marron brown 
mauvais bad 
merci thank you 
mercredi Wednesday 
un merle a blackbird 
je met12 I put 
un meunier a miller 
midi noon 
mille thousand 
minuit midnight 
_mM my 
tout le monde everybody 
Monsi~ur Mister, Sir 
montrez! show! 
\W mouchoir a handkerchief 
un moulin a mill 
les musettes the bagpipe 
N 
ne pas not 
ne plus not any more 
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N (CONTINUED) 
il neige 
neuf 
la Noel 
.n2ir 
un oiseau 
on 
onze 
.m'1. 
mon pantalon 
papa 
pendant (que) 
perdu 
le pere 
petit. petil~ 
un pistolet 
il pleut 
une plume 
up pgisHpp 
nne ;poupee 
p_Q..U[ 
le professeur 
promenons-nous! 
ils promettaient 
les prophetes 
quatorze 
guatre 
que 
0 
p 
Q 
~ g:uelle 
quelque chose 
qu'est-ce que c'est? 
.ill!! 
a qui? 
quinze 
quoi 
une raquette 
il repond 
resonnez! 
R 
78 
it is snowing 
nine 
Christmas 
black 
a bird 
one, they. people 
eleven 
where 
my pants 
daddy 
while 
lost 
the father 
small 
a gun, pistol 
it is raining 
a feather 
a fish 
a doll 
for 
the teacher 
let's go for a walk! 
they had promised 
the prophets 
fourteen 
four 
that 
which, what 
something 
what is it? 
who 
to whom? whose? 
fifteen 
what 
a racket 
he answers 
sound forth! 
R (CONTINUED) 
je retoume 
retoumez! 
au revoir 
de rien 
rouge 
~ je sais 
samedi 
sauvons-nous! 
sept 
§'il vo:u.s I;!lgit! 
..m_ 
son 
sortez! 
so us 
Ull~ SUCette 
je suis 
JWL 
Yn tambom .. 
le temps 
tiede 
ton 
to us 
tout le monde 
un train electrique 
treize 
tres 
trois 
une trompette 
trop 
tu 
i1..m. je vais 
vert, verte 
il ve~I 
vite 
...w.J.a. 
votre 
je voudrais 
voulez-vous? 
s 
T 
v 
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I go back, return 
go back! 
goodbye 
You're welcome 
red 
good 
I know 
Saturday 
Let's get out of here! 
seven 
please! 
six 
his, her 
go out! 
under 
a lollypop 
I am 
on 
a drum 
the weather 
lukewarm 
your (familiar) 
all 
everybody 
an electric train 
thirteen 
very 
three 
a trumpet 
too (too much, too many) 
you (familiar) 
he goes 
I go, I am going 
green 
he wants 
fast, quickly 
here is, there is 
your 
I should like 
do you want? 
y: il y a 
y a-t-il? 
j'y suis 
y 
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there: there is, there are 
is there? are there? 
I am there, here 
I 
REFERENCES 
1. For teachers whose preparation in French is exceptionally strong 
and who have an opportunity to teach an even more thorough 
program than this guide with its suggestions for follow-up on the 
"supplementary" level provides, the Project can recommend only one 
published manual as satisfactory: the revised edition of Beginning 
French in Grade Three prepared by a committee of teachers working 
under the auspices of the Modern Language Association, which at the 
time this guide goes to press is expected to be available in the fall of 
1959 from the Educational Publishing Corp., Darien, Conn. 
2. One of the more accessible sources for additional songs is 
Vigneras, Marcel. Chansons de France, Boston, D. C. Heath and Co., 
1941. Among very good recordings of French songs the following seem 
worthy of particular mention: Lucienne Vernay Sings Songs in French 
for Children, Columbia LP CL 675; Martial Singher Sings French 
Children's Songs, Decca. Other collections and recordings of songs 
are noted in item 6 below. 
3. For a general survey of the role of foreign languages in American 
education and current issues and developments in language teaching, 
we recommend Parker, William R., The National Interest and foreign 
Languages Rev. ed., Washington, U.S. Government Printing Office, 
1957, 65 cents. Available from the Superintendent of Documents. 
Government Printing Office, Washington 25, D.C. 
4. Basic references on foreign language teaching on the elementary 
school level are: foreign Languages in Elementary Schools: Some 
Questions and Answers, and Childhood and Second Language 
Learning, both obtainable from the Modern Language Association, 6 
Washington Sq. N., New York, 15 cents each. The reports of various 
committees of the Northeast Conference on the Teaching of Foreign 
Languages published annually beginning in 1954 are useful. especially 
those in the 1956 vqlume by the Committee on Foreign Language 
Instruction in the Elementary Schools, Mary P. Thompson, <;hairman, 
and in the 1958 volume on the "Foreign Language Program, Grades 
3-12," by a committee headed by Margaret E. Eaton. Each volume is 
obtainable for $2.50 (or the five volumes, 1954-1958, $5.00) from Dr. 
Nelson Brooks, MAT Program, Yale University, New Haven, Conn. 
5. Among references that can be recommended to teachers interested 
in recent thinking about foreign language teaching methods in general. 
we recommend as a starting point the introduction to Sweet, Waldo E., 
Latin: A Structural Approach, University of Michigan Press, 1957. 
6. R~ferences On Foreign Languages In The Elementary School, 
Circular No. 495, Revised, obtainable from the Office of Education, 
U.S. Department of Health, Education and Welfare, Washington, D.C., 
contains a large number of useful references. 
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THE MODERN LANGUAGE PROJECT 
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has as its objective the teaching of French to elementary 
school children through two IS-minute television lessons per 
week. with the help of classroom teachers. A weekly 30-minute 
television program for classroom teachers and the present 
teachers' guide are designed to aid them in making the most 
effective possible use of the lessons with their classes. The 
results achieved by the Project during its first year are 
being evaluated by specialists in educational research and 
measurement. using a sample representative of participating 
teachers and classes. 
During 1959-60 the Modern Language Project is supported 
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New Educational Media program of the Office of Education, 
Department of Health, Education and Welfare as well as by 
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This guide is to be used only in conjunction with the 
television lessons to pupils and the television programs for 
participating teachers which are the centra~ element in the 
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indeed, it could not be used successfully without the audio-
visual part of the Project. 
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Units 16-30 of the first year of Parlons Franqais grow 
naturally out of the first fifteen units. There is no change 
in general procedure or underlying ideas. The somewhat 
modified style of this Guide as described below is merely 
intended to make it more helpful to you in preparing the 
lesson content and carrying on follow-up in your class 
between the TV lessons. 
S'IL VOUS PLAIT: Review these items. Perhaps one or 
another has slipped your mind. They are important! 
l. Read or paraphrase to your pupils that section in 
Before the TV Lessons which summarizes the subjects 
to be presented. Indicate that if there isn't time for 
everything, it will come in the next TV lesson. Two 
minutes of this preparation immediately before the 
TV lesson starts sets the stage for the TV teacher. 
2. Good listening and viewing conditions are vital! The 
effectiveness of any TV program is at its greatest 
when the set is tuned properly before the program 
starts, when viewers are near the screen, when 
lighting is neither too bright nor too dim, when 
sound is as good as possible. Remember, the children 
learn the sounds almost entirely from the audio, not 
the video of your TV set. 
3. When you yourself take part with your children 
during the TV lessons, you add much to their effec-
tiveness. Arr occasional fifteen seconds with you as 
"cheerleader" can step up lazy participation wonder-
fully. Your enthusiasm - or lack of it - is con-
tagious. And a couple of teachers chatting at the 
back of the room while their classes view the lesson 
- but, no, we shall not use negative illustrations. 
4. There are two points on which leaders in the 
teaching of Foreign Languages in Elementary 
Schools (FLES) are in entire agreement: No trans-
1 
lating and no use of the printed or written word. 
Parlons Franc;ais TV lessons adhere rigorously to 
both principles. Underlying them is this simple basis: 
Most Americans believe language study should lead 
to the ability to understand and speak the language. 
The best way to acquire any skill is to practice that 
skill. Since our first aim is understanding and 
speaking, those are the things to which we should 
turn our attention until a good foundation has 
been laid. 
ET MAINTENANT- Now some points about units 16 to 
30. They are composed of five general content areas. It 
will help you to have these in mind. 
16-18 The Family 
19-21 The House 
22-24 Telephone Conversation 
25-27 A Puppet Show 
28-30 The Farm 
A translation of the French texts has been included on 
pages 49-59. Do not use these in class or show them to 
your pupils. 
You will notice a change in style in this manual. Part II, 
Lesson Content, and Part IV, Directions for Follow-Up, 
have been combined in order to present together the 
French material involved and the manner of use. So the 
change is merely a redistribution in order to make the 
contents of the Guide more directly usable. Incidentally, 
there is no longer a division between Standard and 
Supplementary participation. With the content now 
available, even the experienced French teacher should 
find enough material for varied practice sessions. Fluency 
of use by children remains the watchword, not number of 
words more or less clearly recognized. There are, 
however, two extra songs which the teacher with a good 
ability in French may wish to teach: I oli Tambour 
and Polichinelle. 
2 
If you think the lessons are going too fast: In the nature 
of things, some units introduce more new material than 
others. But all new material is surrounded by much which 
is already known, and it will be used again and again in 
succeeding TV lessons; you too should keep bringing it 
back in your follow-up. We do not feel, nor should you, 
that a unit is finished when we pass on to another. 
Normal use of language is filled with recurring patterns 
(witness the ability of Basic English to make possible 
communication in all fields of human knowledge with 
only a few hundred words). In addition, the lessons of 
Parlons Franqais are planned to insure a continual, sys-
tematic reappearance of vocabulary and structures. So 
keep in mind that we do not intend for any unit to be 
"covered thoroughly" and then left for good: neither 
human language nor Parlons Franqais work that way. 
Chain Practice: In order to help children talk to one 
another questions should be "passed around". The 
teacher starts by asking a question of one pupil. The pupil 
answers and then asks the same question of the next 
pupil. 4 or 5 pupils are enough, then the teacher stops the 
chain by saying: Merci, qa suffit. 
To start this practice, the teacher can say: Faisons la 
ronde des questions. /e commence: 
(to a pupil) Comment vous appelez-vous? 
Pupil to teacher: Je m'appelle Pierre. 
Pupil I to pupil 2: Comment vous appelez-vous? 
Pupil 2 to pupil I: Je m'appelle Marie. 
Pupil 2 to pupil 3: Comment vous appelez-vous? 
Pupil 3 to pupil 2: Je m'appelle Jean. 
Teacher: Merci. <;a suffit. 
Songs are again part of this guide, coming after unit 30 
in the Appendix. Among them is our theme song: /ibidi-
/ibida, on page 48. 
3 
Three French Celebrations. In France there is no 
Valentine's Day celebration or Memorial Day as we know 
them. But French children and older people celebrate the 
following days: 
1. Le Mardi Gras: (Tuesday before Ash Wednesday). Gay 
celebration resembling Hallowe'en, with costumes, 
masks, floats, etc. Very popular on the French Riviera. 
2. Le ler (premier) avril (= April lst). On the night before, 
the children cut (out of paper or cardboard) several fish 
of various sizes to each of which they tie a string 
ending with a hook (a straight pin bent to a sharp 
angle.) On the playground the next day it's great fun 
to hook the fish on the backs of unaware schoolmates. 
Those caught with a fish hanging on their back are 
greeted by joyous screams of Poisson d' avril (i.e., 
You've been hooked like a fish!) 
3. Le Ier (premier) mai (=May lst): Fete du muguet. It is 
customary on that day for sweethearts and friends to 
give each other small branches of lily of the valley to 
wear on the lapel of a suit or coat. The blossoms are 
sold in all florist shops as well as by sidewalk peddlers 
whose fragrant baskets make the streets look 
like gardens. 
Easter is Paques, a religious holiday in France as in 
our country. 
Et maintenant, en avant! 
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l~. Bl£,;fQRE THE TV L.ES$0NS 
Explain to class: This week we are going to draw pictures 
of our families and learn how to talk about them. Then we 
are going to act out the first part of a play: Paul and Alain 
are playing together and they decide to look at some 
pictures of Paul's family because it is raining and they 
can't play outdoors. And finally we are going to count 
to 20. 
II. LESSON CONTENT 
A. THE FAMILY (PART 1) 
l. The teacher draws a picture of "his family" on the 
blackboard, using the following sentences as he draws. 
The children repeat each sentence after him. 
J e dessine rna famille. 
Voila mon pere. 
Voila rna mere. 
Voila mon frere/mes freres. 
Voila rna soeur/mes soeurs. 
Me voila. 
2. The teacher asks his pupils to draw pictures of their 
own families very quickly, giving the command and 
prompting the response: 
T - Toute la classe, dessinez votre famille. 
Cl - J e dessine rna famille. 
When the pictures are drawn, he walks around the class 
looking at the drawings and giving individual children 
commands and prompting their responses as follows: 
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T - Bon, Marie, montrez-moi votre pere. 
A - Voila mon pere. 
T -Pierre, montrez-moi votre mere. 
B - Voila rna mere. 
T -Jeanne, montrez-moi votre frere/vos freres. 
C- Voila mon frere/mes freres. 
T -Alain, montrez-moi votre soeur/vos soeurs. 
D- Voila rna soeur/mes soeurs. 
T - Et VOUS, ou etes-vous, Lucie? 
E -Me voila, madame/mademoiselle/monsieur. 
3. When the class has thoroughly learned the above 
responses for those who do have brother(s) or sister(s), use 
the family pictures of those who have no brothers or sisters 
to introduce the following: 
T -Henri, montrez-moi votre frere. 
F- Je n'ai pas de frere. 
T- Robert, montrez-moi votre soeur. 
G- Je n'ai pas de soeur. 
4. As soon as possible, (a) let children "play teacher" 
and give this series of commands to other children as they 
show the picture of their family; (b) "pass the commands 
and answers" from child to child. 
B. A NEW PLAY <SCENE t > 
(In the living room, at Paul's house) 
Paul (looking out the window): Oh la la, il pleut encore. 
A quoi on joue? 
Alain: Je ne sais pas. 
Paul: On regarde des photos? 
Alain: Oui, c'est c;a. 
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C. MORE NUMBERS 
Comptons de dix a vingt: dix, onze, douze, treize, quatorze, 
quinze, seize, dix-sept, dix-huit, dix-neuf, vingt. 
l. The forms of the possessive "my" have already been 
introduced incidentally (mes enfants, mon merle, mon 
petit/rna petite, and in the song, Promenons-nous dans les 
bois, rna chemise, mon pantalon, mes bottes and mon 
chapeau). In the present unit we use them systematically 
and we also introduce "your". It perhaps needs to be 
repeated here that teachers should avoid using the word 
"gender" and should side-step grammatical explanations. 
The French use different forms "automatically" and we 
learn by imitating what we hear. For reference, the "my" 
and "your" forms are as follows: 
mon pere 
mon frere 
votre pere 
votre frere 
rna mere 
rna soeur 
rna famille 
votre mere 
mes freres 
votre soeur vos freres 
votre famille 
mes soeurs 
vos soeurs 
Note that in French these possessives are usually not 
used with words for parts of the body: Levez la main. ]e 
leve la main. 
2. Note the negative pattern ]e n'ai pas de PLUS NOUN 
(in which, as in the Combien de formula, de never 
changes except to become d' before a vowel). This one 
pattern is the equivalent of several different negative 
patterns in English, such as "I have no (brothers)," "I 
haven't any (brothers)," "I don't have a (brother)." 
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3. When, in the "play," Paul asks A quoi on joue? and 
then suggests On regarde des photos?, he uses a pattern 
of very informal speech for "we," on, with the 3rd person 
singular verb replacing nous with the verb in the 1st 
person plural. Those who first studied French with a 
traditional approach have probably learned as a gram-
matical rule that On is a special 3rd person singular 
subject pronoun meaning "one," "people" or "they." 
Actually on is often used in very informal conversation 
for "we". 
4. Listen carefully to the pronunciation of 17 (long s 
sound), 18 (z sound), 19 (z sound).- The vowel of vingt is 
the nasal already familiar in cinq, chien, bien, rien, ainsi, 
and la main; the final t is pronounced before a following 
initial vowel in liaison (vingt enfants, vingt ans). 
5. Note the pronunciation of la famille, rhyming with une 
petite fille and la bille. 
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Props needed for class follow-up: The pictures which the 
children drew of their families last week will be used this 
week too. For the second scene of the play introduced 
last week, the two boys are supposed to be looking at 
photographs of Paul's family. The pictures drawn by the 
children will serve for acting out the play, or something 
resembling a photograph album may be invented by 
the teacher. 
Explain to class: This week we are going to talk some 
more about the pictures we drew of our families, and we 
are going to act out the second part of the play in which 
Paul and Alain look at photographs of Paul and his family . 
. l;I,,<LESSON CONTENT 
A. THE FAMILY <PART 2> 
l. Using the pictures of their families which the children 
have already drawn, the teacher has individual conver-
sations with pupils, following this pattern: 
T - Qu'est-ce que c'est, Pierre? 
A- C'est rna famille. 
T - Combien de freres avez-vous? 
A- J'ai un frere/deux freres/trois freres. 
or 
Je n'ai pas de frere. 
T -Comment s'appelle-t-il? (Comment s'appellent-ils?) 
(See Point 1) 
A- II s'appelle Marcel. Or: Ils s'appellent Marcel et Jean; 
Marcel, Jean et Louis. 
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T - Combien de soeurs avez-vous? 
A- J'ai une soeur/deux soeurs/trois soeurs. 
or 
Je n'ai pas de soeur. 
T -Comment s'appelle-t-elle? (Comment s'appellent-
elles?) (See Point 1) 
A- Elle s'appelle Francine. Or: Elles s'appellent Francine 
et Denise/Francine, Denise et Marianne. 
B. A PLAY <SCENE 2) 
(Continuation of the play introduced in Unit 16, B. Paul is 
showing pictures of his family to Alain.) 
Alain (points to a picture of a family group with parents, 
grandparents, uncles and aunts, children, etc.): 
Qu'est-ce que c'est, cette grande photo? 
Paul: C'est toute la famille, en pique-nique. 
Alain: Ah! Ou est votre pere? 
Paul: Voila mon pere. 
Alain: Et ou est votre mere? 
Paul: Voila rna mere. 
Alain: Et VOUS, ou etes-vous? 
Paul: Me voila. 
Alain: Ce petit bebe? 
Paul: Bien sur, c'est une vieille photo! 
C. MORE OF THE FAMILY 
When the children can answer questions on the family 
picture rather well, the answers alone to some of the 
questions in Section A of this lesson and the preceding 
one can be used to form a continuous "story" about one's 
family. A sample of such a story might be as follows: 
C' est rna famille. 
Voila mon pere. 
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Voila rna mere. 
Voila mon frere. II s' appelle Marcel. (Voila mes freres. 
Ils s'appellent Marcel et Jean/Marcel, Jean et Louis.) 
Voila rna soeur. Elle s'appelle Francine. (Voila mes soeurs. 
Elles s'appellent Francine et Denise/Francine, Denise 
et Marianne.) 
Me voila. 
I. Note that in pronunciation (as contrasted with spelling) 
there is no difference between Comment s' appelle-t-il? 
and Comment s'appellent-ils? and no difference between 
11 s'appelle and lis s'appellent (or the corresponding 
sentences in which elle and elles are used instead of il 
and ils). On the other hand, pay careful attention to the 
difference in pronunciation between the verb forms in 
Comment vous appelez-vous? and /e m' appelle. 
2. Pay careful attention to the difference in pronunciation 
between soeur (Combien de soeurs avez-vous?) and sur 
(Bien sur.) In soeur the vowel sound is that of le professeur, 
De quelle couleur ... ? , neuf, and Quelle heure est-il? In 
sur the sound is that of perdu, une plume, une sucette. 
3. As already pointed out, most final consonants in 
French are silent. When (in spelling) an -e is added to 
form the feminine, this means that in the spoken language 
the consonant preceding this added -e is pronounced. 
Compare: toute la famille with tout le monde, une petite 
fille with ce petit bebe. 
4. Note the pronunciation of vieille and contrast the 
normal pronunciation of -eille (and -eil} with that of -ille 
(Unit 16, Points, 5). 
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I: BE:FO.RE THE'fV LESSONS .. 
Props needed for class follow-up: For the game you will 
need two small toy suitcases - or you can use lunch 
boxes, or even two boxes of any kind that you can 
pretend are suitcases. You will also need pictures -
either drawn by the children or cut out of magazines - of 
girls' clothes (dress, skirt, blouse, sweater, shoes, hat, and 
boots) and boys' clothes (shirt, pants, sweater, shoes, hat, 
and boots), small enough to go into the "suitcases". 
Explain to class: We are going to count up to 25 this week 
and learn a new game, besides talking some more about 
our families and our pets. In the new game we'll pretend 
that we are packing to go on a trip and we'll put the 
different clothes that we want to take with us into a 
suitcase. It is just like the game where you begin by 
saying "My grandmother went on a trip and into her 
trunk she put ... " 
A. THE FAMILY <PART 3) 
l. In the following conversation the children should use 
their own family names but pronounce them as far as 
possible as if they were French names: 
T- Comment s'appelle votre pere? 
A - II s' appelle "Monsieur " 
T- Comment s'appelle votre mere? 
A- Elle s' appelle "Madame --" 
T - Et vous, comment vous appelez-vous? 
A-Je m'appelle ---
T - Quel age avez-vous? 
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A- J'ai -- ans. 
T - Vous avez des f.reres? 
A- Oui, j'ai un frere/deux freres/etc. 
or 
Non, je n'ai pas de frere. 
T - Vous avez des soeurs? 
A- Oui, j'ai une soeur/deux soeurs/etc. 
or 
Non, je n'ai pas de soeur. 
2. Re-entry conversation about pets: 
T - Vous avez un chien? 
A - Oui, j' ai un chien. 
or 
Non, je n'ai pas de chien. 
T- Comment s'appelle-t-il? 
A- II s'appelle Pompon. 
T- De quelle couleur est-il? 
A - II est blanc. 
T - Vous avez un oiseau? 
B - Oui, j'ai un oiseau. 
or 
Non, je n'ai pas d'oiseau. 
T- Comment s'appelle-t-il? 
B - II s' appelle Tui-Tui. 
T -De quelle couleur est-il? 
B - II est jaune. 
18 
The re-entry conversation about pets, given in full for 
dog and bird only, can of course be adapted to cat (Vous 
avez un chat? ... II s'appelle Minet), rabbit (Vous avez un 
lapin? ... II s'appelle Jeannot), and fish (Vous avez un 
poisson? ... II s'appelle Pif ... ). 
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B. MORE NUMBERS 
1. Comptons de vingt a vingt-cinq: vingt, vingt et un, 
vingt-deux, vingt-trois, vingt-quatre, vingt-cinq. 
2. Combien font vingt et zero? 
Vingt et zero font vingt. 
C. A GAME: LA VALISE 
The game is played with two toy suitcases (or lunch 
boxes or other boxes that we pretend are suitcases) and a 
pile of pictures of girls' and boys' clothes as listed above 
under "props". The first child chooses the picture of one 
article of clothing to put in the suitcase. Each child who 
follows empties the suitcase and recommences packing it, 
putting in, in the same order, the items previously packed 
and adding a new one. Call alternately on boys and girls 
to play the game. (In playing games it is advisable from 
Grade 4 on to call first on a boy to start the game. 
Experience has shown that if a girl begins, boys sometimes 
think it is a girls' game and hesitate to follow.) 
The game starts as follows: 
First child - Je pars en voyage. Je fais rna valise. Je 
mets rna chemise. 
Second child - Je pars en voyage. Je fais ·rna valise. Je 
mets rna chemise et mon pantalon. 
Third child - J e pars en voyage. J e fais rna valise. J e 
mets rna chemise, mon pantalon et 
mon chandail. 
Here are the articles of clothing to be used: 
BOYS 
rna chemise 
mon pantalon 
mon chandail 
mon chapeau 
mes souliers 
mes bottes 
GIRLS 
rna robe 
rna blouse 
ma jupe 
mon chandail 
mon chapeau 
mes souliers 
mes bottes. 
(Note that the words chemise, pantalon, bottes, chapeau 
are already known from the song Promenons-nous.) 
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IU.· .. PQJN'J& 
1. Note that we use des with a plural noun when the 
sense is "any (brothers)," or "some (brothers)," even if the 
"any"-"some" idea does not seem essential from the 
viewpoint of the speaker of English. The idea of vague or 
unspecified number or quantity ordinarily will be 
expressed in this way: 
Vous avez des freres? - Have you any brothers? 
or 
Do you have brothers? 
Oui, j' ai des freres. - Yes, I have some brothers. 
or 
Yes, I have brothers. 
Contrast with this use of des the use of the definite article, 
which we find if the sense is specific: Voila les freres de 
Suzanne: There are the brothers of Suzanne. 
2. While the final consonant of vingt is not pronounced 
(except in liaison, see Unit 16, Points, 4), the final t is 
pronounced in the compound numerals vingt et un, vingt-
deux, vingt-trois, vingt-quatre, and vingt-cinq. 
3. Note the pronunciation of mon chandail (contrast the 
normal pronunciation of ma famille and most words in 
-ille, with vieille and most words in -eil and -eille). 
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I. BEFORE THE TV LESSONS 
Explain to class: This week we are going to talk about 
houses and we are going to draw on the blackboard the 
different parts of a house and yard. Then we are going to 
draw our own houses and tell about them. 
II. LESSON CONTENT 
A. THE HOUSE <PART 1 > 
1. The teacher draws a picture of a house on the black-
board, using the following sentences as he draws. The 
children repeat each sentence after him. For the first 
sentence draw just the outline (walls and roof) and point 
to walls and roof as you speak the second and third 
sentences. Then draw the other details as you speak the 
other sentences. 
Voila: une maison. 
Voila les murs. 
Voila le toit. 
Voila 1a cheminee. 
Voila une porte. 
Voila une fenetre. 
Voila le garage. 
Voila le jardin. 
Voila les arbres. 
Voila les £leurs. 
2. The teacher asks different children to go to the board 
and draw the different parts of a house in turn. The 
children say what they are doing in response to each of 
his directions. (This activity uses the same commands and 
responses as those introduced in drawing pets in Unit 13.) 
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T- Dessinons une grande (petite) maison au tableau. 
T - Bernard, allez au tableau. 
A - J e vais au tableau. 
T - Dessinez les murs. 
A - J e dessine les murs. 
T - Bon. Retournez a votre place. 
A- Je retoume a ma place. 
T - Asseyez-vous. 
A- Je m'assieds. 
Continue, calling on different children to add the other 
details listed under Section l just above. 
Note that you may ask one child to add more than one 
door or window: 
Dessinez deux portes. 
Dessinez deux/trois/ quatre feneHres, etc. 
B. DRAWING OUR OWN HOUSES 
The teacher asks all the children to draw their own 
house (quickly: vite! vite!), giving the command and 
prompting the response: 
T - Toute Ia classe, dessinez votre maison. (Vite! vite!) 
A- Je dessine ma maison. 
When the pictures are drawn, the teacher talks with 
different children about their drawings, using the fol-
lowing questions and prompting the responses at first, 
if necessary. 
T - Maintenant, Liliane, montrez-moi votre maison. 
A- Voila ma maison. 
T -De quelle couleur est-elle? 
A- Elle est rouge/bleue/marron /jaune/grise /verte/ 
blanche. 
T - De quelle couleur est Ia cheminee? 
A- Elle est marron/rouge/blanche. 
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T - Combien de portes y a-t-il? 
A- II y a une porte/deux portes;trois portes. 
T - Combien de fenetres y a-t-il? 
A - II y a fenetres. 
T - Elle est grande, votre maison? 
A- Oui, madame, elle est grande. 
or 
Non, madame, elle n'est pas grande. Elle est petite. 
T - Elle est petite, votre maison? 
A- Oui, madame, elle est petite. 
or 
Non, madame, elle n'est pas petite. Elle est grande. 
T - Elle est rouge, votre maison? 
A - Oui, madame, elle est rouge. 
or 
Non, madame, elle n'est pas rouge. Elle est blanche. 
Ill. POINTS 
I. With more nouns used in the plural from this point on 
the teacher whose previous study of French has been 
based on grammar and reading needs to be reminded 
that in hearing and speaking the sound of the plural 
article les is what usually conveys the plural meaning. 
Without putting any stress accent on the articles or 
pausing between article and noun, we should pronounce 
le, la and les accurately and clearly. Contrast: la maison, 
les maisons - le mur, les murs - le toit, les toits - la 
cheminee, les cheminees - la porte, les portes - la 
fenetre, les fenetres - le garage, les garages - le jardin, 
les jardins - la !leur, les fleurs. 
In none of the above plurals, of course, is the final s of 
article or noun heard. The only cases where the s of the 
article will be heard are those where the noun begins 
with a vowel so that liaison occurs: les arbres - les 
enfants -les autos -les avions -les agents de police-
les oiseaux. 
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2. As already pointed out in Unit 8, the final consonant 
of gris and vert will be pronounced when these color 
adjectives apply to a feminine noun (spelling: grise, verte) 
and blanc has the special feminine form blanche. We 
have also noted the difference in pronunciation of the 
adjectives ce petit bebe and une petite fille. Note in the 
present unit the pronunciation of grande: Elle est grande, 
votre maison? No difference of pronunciation between 
masculine and feminine is heard in the case of noir, rouge, 
bleu, jaune or marron- and, again, when any of these 
adjectives are used in the plural their pronunciation is the 
same as in the singular (since the final -s added in spelling 
is not heard). 
3. So far we have largely avoided negative verbs: Elle 
est grande, votre maison?- Non, madame, elle est petite. 
We have, however, had the negative pattern in /e ne sais 
pas. This lesson adds other examples of ne . . . pas 
surrounding the verb and making it negative. Before a 
vowel, ne becomes n'. 
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Props needed for class follow-up: A large packing box 
will serve as Madame Souris' house in this week's new 
play. Perhaps you or the children will have an even 
better idea. In a pinch, two or three chairs turned on their 
sides with only a very narrow opening left to represent 
the front door will do very well. 
Explain to class: This week we are going to put on a play 
about a cat and a mouse and learn a new song too. The 
eat's name in the play is Minet of course, and the mouse 
is Madame Souris. Minet hears Madame Souris but he 
does not know where she is. She is in her house and Minet 
tries to find it by asking her questions about what it looks 
like. When she says that it has a big door, Minet says to 
himself: "A-ha!" but when he gets there he finds that the 
door is very smalL so small that he cannot get in! 
The song we are going to sing sounds something like 
church bells ringing and its words are just the names of 
four towns in France, quite close together, where there 
are four famous churches which were built many cen-
turies ago. People say that when the wind was right and 
if you were in the right spot you could hear all four church 
bells ringing at the same time. 
A. A PLAY: MINET ET MADAME SOURIS 
Minet: Miaou, miaou! 
Madame Souris: Mi-mi-mil 
Minet: Madame Souris, ou etes-vous? 
Madame Souris: Dans rna maison. 
Minet: Ou est votre maison? 
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Madame Souris: Ah, devinez! 
Minet: De quelle couleur est le toit? 
Madame Souris: II est gris. 
Minet: Et la cheminee? 
Madame Souris: Elle est marron. 
Minet: Combien de fenetres y a-t-il? 
Madame Souris: II y a trois fenetres. 
Minet: Combien de portes y a-t-il? 
Madame Souris: II y a une porte, une grande porte ... 
Minet (to himself): A-ha, une grande porte! (Then as he 
finds the house) Miaou, miaou! (He 
jumps to the door, finds out that it is a 
tiny door.) Mais laporte n' est pas grande! 
Madame Souris (laughing): Non, la porte est petite, 
ha-ha-ha, toute petite!!!! 
B. THE HOUSE (PART 2) 
1. First use the series of commands and actions presented 
in the Lesson Contents of Unit 19, Section A, 2, to have the 
children draw a house on the blackboard. 
2. When the picture of the house is complete, send 
children to the board to erase the various parts of the 
picture, one after the other, using commands following 
the pattern below and prompting the children's responses, 
continuing until the picture is completely erased: 
T- Main tenant, effac;ons la maison. 
T- Jean, effacez un mur. 
A- I' efface un mur. 
T- Denise, effacez un autre mur. 
B- I' efface un autre mur. 
T -Roger, effacez la cheminee. 
C - J' efface la cheminee. 
And so on with various parts of the house. 
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A note to teachers: In this and in other games, keep the 
activity moving quickly. In erasing the various parts of 
the house, guide the children to erase the least likely 
things first. It is fun when one wall goes first, then the roof, 
leaving the chimney still in the air! When the game is 
repeated, the children can go to the board and erase 
anything they want, saying what they are erasing as 
they do it, or one child can give the various commands 
to others. 
Participate in games yourself and have fun with your 
class! Remember that our games, plays, and activities 
help us to give the children a solid, systematic, and 
valuable linguistic training which will lay the foundation 
for more advanced language learning later on. Our games 
are not "just any" games, but they have been carefully 
devised to accomplish these purposes without submitting 
the younger child to the drudgery of formal "drill". 
C. CANON 
(This can be sung as a song or as a three-part round.) 
Orleans, Beaugency, 
Notre Dame de Clery, 
Vendome, Vendome. 
(See Appendix for music) 
Ul. POINTS 
1. You will find the city of Orleans on any map of 
France, on the Loire River almost due south of Paris. Clery 
and Beaugency are villages on the Loire just to the 
south-west of Orleans, and Vendome is a small town 
about 40 miles west of Orleans. 
Where the age level and interest of the class warrant it 
this song can provide an opportunity to look at a map of 
France and integrate French with other interests and 
activities of the elementary school program. Similarly, the 
reference to Orleans can lead to the mention of Jeanne 
d'Arc, the "Maid of Orleans," and her story may be told 
or read in English. 
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Explain to class: This week we are going to draw our 
house again, but we are going to draw pictures of the 
members of our family and our pets in the house and the 
garden, too. 
A. THE HOUSE <PART 3) 
Send one pupil, or four or five pupils simultaneously, to 
the blackboard to draw their house, family, and pets, 
following the pattern below: 
T - Georges, allez au tableau. 
A - J e vais au tableau. 
T - Dessinez votre maison, vite. 
A- J e dessine rna maison. 
T - Dessinez un oiseau sur le toit. 
A - J e dessine un oiseau. 
T - Dessinez votre mere a la fenetre. 
A- Je dessine rna mere. 
T - Dessinez votre pere dans le garage. 
A - J e dessine mon per e. 
T - Vous avez une soeur? 
A- Oui, madame/mademoiselle/monsieur. 
T - Dessinez votre soeur a la porte. 
A- Je dessine rna soeur. 
T - Vous avez un frere? 
A- Oui, madame/mademoiselle/monsieur. 
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T - Dessinez votre fn3re dans le jardin. 
A - J e dessine mon frere. 
T - Vous avez un chien? 
A- Oui, madame/mademoiselle/monsieur. 
T - Dessinez le chien sous l'arbre. 
A- Je dessine le chien. 
B. POINTING TO FAMILY AND PETS 
Now we use the picture drawn in response to the 
commands of Conversation A above for an activity which 
will present a further use of voila. The teacher gives a 
series of commands and prompts the replies as follows, as 
pupils point to the members of the family and pets: 
T -Main tenant, montrez-moi votre pere. 
A-Le voila. 
T - Montrez-moi votre mere. 
A-La voila. 
T - Ou est votre frere? 
A-Le voila. 
T - Ou est votre soeur? 
A-La voila. 
T - Montrez-moi l' oiseau. 
A-Le voila. 
T - Ou est le chien? 
A-Le voila. 
T - Ou est le chat? 
A- Je ne sais pas, madame/mademoiselle/monsieur. 
T - Ou est le poisson? 
A- Je ne sais pas, madame/mademoiselle/monsieur. 
T - Ou est le lapin? 
A- Je ne sais pas, madame/mademoiselle/monsieur. 
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C. DRAWING MADAME SOURIS' HOUSE 
T - Dessinez la maison de Madame Souris. 
A - J e dessine la maison de Madame Souris. 
T- Comment est-elle, cette maison? Grande? Ou petite? 
A - Elle est petite. 
T - De queUe couleur est le toit? 
A - II est gris. 
T - Et la cheminee? 
A - Elle est marron. 
T - Et la porte, est-elle grande ou petite? 
A- Elle est petite!/ toute petite! 
Ill. <P:QINT! 
I. Me voila was introduced in Unit 16 as each speaker 
pointed to himself in the picture he had drawn of his 
family. New in Unit 21 are Le voila and La voila. Asso-
ciation of Le voila with father and brother and La voila 
with mother and sister should make the distinction so 
clear and "automatic" that, again, explanations and the 
use of the word "gender" can easily be avoided. 
2. Note that in Comment est-elle, cette maison? the final t 
of Comment is not heard. This is the normal case -
comment does not "make liaison" with a following word 
beginning with a vowel. The one exception is Comment 
allez-vous? where the final tis always pronounced with 
the initial vowel of allez. 
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Props needed for class follow-up: Two toy telephones. 
Explain to class: This week we are going to hear a 
telephone conversation between Paul and Michel, we are 
going to count some more, and we have a new song. 
In the telephone conversation it is Saturday and Paul 
calls up Michel and asks him to go to the puppet show 
with him. 
The song is one French boys and girls like to sing and 
act out. It asks: "Do you know how to plant cabbages the 
way we do it?" Then there are several answers: "With 
our feet, with our knees, with our elbows, with our hands, 
with our fingers, with our nose, with our head." 
A. A TELEPHONE CONVERSATION 
(It is Saturday afternoon and Paul telephones to Michel.) 
Paul (picking up telephone and dialing. Phone rings in 
Michel's House.) 
Michel (answering): Allo? 
Paul: All6, Michel? lei Paul. 
Michel: Ah bonjour, Paul. <;a va? 
Paul: Oui, <;a va. Et vous? 
Michel: <;a va, merci. 
Paul: Michel, on va au Guignol aujourd'hui? 
Michel: Oui, bien sur. C'est samedi! 
Paul: A quelle heure? 
Michel: Tout de suite. 
Paul: Bon, j'arrive. 
Michel: Oui, vite, vite. Au revoir. 
(Both hang up) 
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B. MORE NUMBERS 
Comptons de vingt a trente: vingt, vingt et un, vingt-deux, 
vingt-trois, vingt-quatre, vingt-cinq, vingt-six, vingt-sept, 
vingt-huit, vingt-neuf, trente. 
C. CHANSON 
l. Savez-vous planter les choux, 
A la mode, a la mode, 
Savez-vous planter les choux, 
A la mode de chez nous? 
2. On les plante avec les pieds, 
A la mode, a la mode, 
On les plante avec les pieds, 
A la mode de chez nous. 
3. On les plante avec les genoux, etc. 
4. On les plante avec les coudes, etc. 
5. On les plante avec les mains, etc. 
6. On les plante avec les doigts, etc. 
7. On les plante avec le nez, etc. 
8. On les plante avec la tete, etc. 
(See Appendix for music) 
Ill. POINT 
1. Note carefully the pronunciation of Guignol. As we 
shall explain to the children in Unit 25, Guignol is both a 
"stock character" in puppet shows and, by transfer, the 
name given to the puppet show or the puppet theater 
itself, as in the present Unit. 
2. As already noted for vingt et un, vingt-deux, vingt-
trois, vingt-quatre and vingt-cinq, the final t of vingt is 
pronounced in: vingt-six, vingt-sept, vingt-buit, vingt-neuf. 
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Explain to class: This week we are going to talk again 
about the days of the week, time of day, and the weather. 
QUESTIONS ON THE DAYS, TIME, AND WEATHER 
l. T - Quels jours allez-vous a I' ecole? 
A- Je vais a I' ecole le lundi, le mardi, le mercredi, le 
jeudi et le vendredi. 
T - Vous allez a I' ecole le samedi? 
A - Non, madame/mademoiselle/monsieur. 
T - Ou allez-vous le samedi? 
A- Je vais au cinema/au pare/en pique-nique. 
2. T - A queUe heure allez-vous a 1' ecole? 
A- Je vais a I' ecole a huit heures. 
T- A quelle heure retournez-vous a la maison? 
A - J e retoume a la maison a trois heures. 
3. T - Quel temps fait-il? 
A - II fait beau. 
T - Oui. II fait chaud? 
A- Non, il ne fait pas chaud. II fait froid! 
In the same pattern can be used: 
II fait beau. - II ne fait pas beau. 
II fait mauvais.- II ne fait pas mauvais. 
II fait froid. - II ne fait pas froid. 
II fait chaud. - II ne fait pas chaud. 
II pleut.- II ne pleut pas. 
II neige. - II ne neige pas. 
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l. In Unit 14 we started using the pattern Quel jour est-ce 
aujourd'bui? C'est lundi, etc. However, in Part A above 
where the meaning is "every Monday, every Tuesday, 
every Wednesday, every Thursday, and every Friday" 
(or "Mondays, Tuesdays, Wednesdays, Thursdays, and 
Fridays") the article le precedes the name of the day. 
2. We follow the American school week in answering 
the question about what days we go to school. American 
school children, however, are usually interested to learn 
that French children and young people through our high 
school age bracket have no school on Thursday and go to 
school on Saturday. (Older children sometimes go to 
school Thursday mornings, in addition, for extra prepa-
ration for competitive examinations or for subjects that 
are not in the regular curriculum.) The purpose of the 
Thursday day off is to provide a mid-week break for the 
children. At the present time, however, with a five-day 
work week becoming more common in France, a certain 
amount of sentiment is being heard among parents in 
favor of a Monday-through-Friday school week so as tQ 
allow longer family week-ends together. 
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Props needed for class follow-up: The two toy telephones 
already used in Unit 22. 
Explain to class: We are going to act out a play about a 
telephone conversation this week. The father of two 
children, Robert and Jacqueline, calls up home to tell 
them that he has a surprise for the family. Robert tries to 
guess what the surprise is- and we'll wait to find out. 
A PLAY: UNE SURPRISE 
(At Robert and Jacqueline's home. The two children are 
doing their homework when the telephone rings.) 
Robert (answering the phone): Allo? 
Papa: Allo, Robert? lei Papa. 
Robert: Oh, bonjour, Papa. (Calling to Jacqueline) C'est 
Papa, Jacqueline! 
Papa: Robert, vous etes sages, tous les deux? 
Robert: Oh oui, Papa, tres sages. 
Papa: 
Robert: 
Papa: 
Bon. J'ai une surprise pour vous. 
Pour Jacqueline et pour moi? 
Oui, pour toute la famille. 
Robert: Qu'est-ce que c'est, Papa? 
Papa: Ah, c'est une surprise! 
Robert: C' est un chien? 
Papa: Non! 
Robert: C'est une television? 
30 
Papa: Non! 
Robert: C'est un ping-pong? 
Papa: Non! 
Robert: Mais alors, qu'est-ce que c'est? 
Papa: C' est une auto. 
Robert: Une nouvelle auto? 
Papa: Oui! 
24 
Robert: Oh chic alors! Merci, Papa! Au revoir. (He hangs 
up and shouts) Jacqueline, on a une nouvelle auto! 
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Props needed for class follow-up: To introduce the parts of 
the body large pictures of a boy and girl will be needed, 
or they may be drawn by the teacher on the blackboard. 
The play introduced in this Unit and concluded in Unit 
26 should preferably be acted out by the children using 
puppets, not by the children themselves (because in the 
second scene the Doctor hits Guignol repeatedly). The 
making of three very simple puppets (Guignol, the Police-
man, and the Doctor) may be a class project for the week. 
Explain to class: When we sang "Savez-vous planter les 
chaux?" we learned the names for a few of the parts of 
the body. Now we are going to learn some other words 
like "hair," "eyes," "arms," and "legs". And we are going 
on with our counting as far as 40. 
We are also going to act out the first part of a new play. 
The actors are Guignol and his friend, the Policeman. 
Guignol meets the Policeman and tells him that he does 
not feel very well. The Policeman advises him to go see 
the Doctor. All French children know Guignol, the way 
we know Popeye, Mickey Mouse, and Donald Duck. He 
has all kinds of adventures and gets into all sorts of 
scrapes the way they do, but he is especially connected 
with puppet shows (like our old-fashioned Punch and 
Judy shows). For this reason "Guignol" is also the word 
for the puppet shows themselves- as we saw in the play 
when Paul invited Michel to "go to the Guignol" with him. 
A. PARTS OF THE BODY 
I. Using pictures of a boy and a girl or drawing them as 
he goes along the teacher points out or draws the various 
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parts of the body as listed below, with the children 
repeating what he says: 
Voila un garc;on. 
Voila une petite fille. 
Voila la tete. 
Voila les cheveux. 
Voila les yeux. 
Voila le nez. 
Voila la bouche. 
Voila le cou. 
Voila le dos. 
Voila les bras. 
Voila les mains. 
Voila les jambes. 
Voila les pieds. 
2. Where time permits, these words can be practiced by 
asking a pupil to show each of the parts named on 
himself, using the command Montrez-moi la tete, etc., and 
asking the response as in the above list with Voila la 
tete, etc. 
B. A NEW PLAY <SCENE 1) 
(In the street) 
Guignol (enters moaning): Oh, oh, oh! (Sees the Policeman) 
Bonjour, Monsieur I' Agent. 
L' Agent: Bonjour, Guignol. <;a va? 
Guignol: Non, pas tres bien. 
L'Agent: Alors, allez chez le docteur. 
Guignol: Oui, tout de suite. (Goes out moaning) Oh, oh, oh! 
Ma tete! Ma tete! 
C. MORE NUMBERS 
Comptons de trente a quarante: trente, trente et un, 
trente-deux, trente-trois, trente-quatre, trente-cinq, trente-
six, trente-sept, trente-huit, trente-neuf. quarante. 
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Ill. POINTS 
l. Here, for reference, are the singular forms of five of 
the nouns used above in the plural: le bras -la main-
le doigt - la jambe - le pied. Les cheveux will normally 
be used in the plural only, and we shall use les yeux only 
in the plural until the point in the second-level course at 
which "right" and "left" are introduced. 
2. Note that there is liaison between article and noun in 
les yeux and that the initial sound of yeux resembles the 
initial sound of English "yes". 
3. Contrast the vowel sounds in the following two pairs 
of words: les cheveux - les yeux vs. la bouche -le cou. 
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Props needed for class follow-up: Same as for Unit 25. 
Explain to class: This week we are going to play the same 
kind of game as we did with pictures of a house -
drawing different things and then erasing them. 
We are also going to act the second part of the play 
about Guignol. He follows the Policeman's advice and 
goes to see the Doctor. When he tells the Doctor that his 
head hurts, the Doctor cures him by hitting him on the 
head. When he says that his teeth hurt, the Doctor cures 
him by hitting him. And so forth, until poor Guignol runs 
out with the Doctor chasing him and still hitting him. 
II. LESSON CON~~Nt 
A. GAME: DRAWING A BOY OR GIRL 
I. In this game the teacher asks different children to go 
to the board and draw the different parts of a boy or girl 
in turn. The children say what they are doing in response 
to each of the directions. (This activity uses the same 
commands and responses as in drawing pets in Unit 13 
and a house in Unit 19.) 
T - Dessinons un garc;on/une petite fille. 
T - Michel, allez au tableau. 
A - J e vais au tableau. 
T - Dessinez la tete. 
A- Je dessine la tete. 
T -Bon. Retoumez a votre place. 
A- Je retourne a rna place. 
T - Asseyez-vous. 
A- Je m'assieds. 
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Continue, calling on different children to add the other 
features listed in Unit 25, Section A, l. 
2. When the picture is complete, the game proceeds as 
in Unit 20: we erase one feature after another, as we 
erased the various parts of the house - and similar 
amusement can result from erasing them in an illogical 
order (for example, erasing the legs before the feet 
are erased). 
T - Maintenant, effac;ons le garc;on/la petite fille. 
T- Jeanne, effacez les jambes. 
A - J' efface les jambes. 
Continue with different children erasing different parts 
until the picture is completely erased. 
B. A PLAY <SCENE 2) 
(Continuation of the play introduced in Unit 25, B. The 
scene is at the Doctor's office.) 
Le Docteur: Alors, qu'est-ce qu'il y a, Guignol? 
Guignol (moaning): Oh, docteur, j'ai mal a la tete. 
Le Docteur (hitting him on the head): Bon, pan sur la tete! 
Guignol (moaning): Oh, docteur, j'ai mal aux dents. 
Le Docteur (hitting him): Bon, pan sur les dents! 
Guignol: Oh, docteur, j'ai mal au dos. 
Le Docteur: Bon, pan sur le dosl 
Guignol: Oh, docteur, j'ai mal a la main. 
Le Docteur: Bon, pan sur la main! 
Guignol: Oh, docteur, j'ai mal au pied. 
Le Docteur: Bon, pan sur le pied! 
Guignol: Oh, docteur, j'ai mal au ventre. 
Le Docteur: Bon, pan sur le ventre! 
Guignol (moaning and screaming): Oh, docteur, j'ai mal 
part out! 
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Le Docteur (chasing him and hitting him with the stick): 
Bon, allez vous coucher! 
Guignol (runs out moaning, pursued by the doctor): Ale, 
.. .. I a1e, a1e. 
1. Note that the pattern J' ai mal a la tete, etc., covers 
both the ideas "I have a headache," and "My head hurts." 
2. Since the children know such phrases as Allez au 
tableau and will use r ai mal au dos, r ai mal au pied, etc., 
in this Unit, the phrase aux dents (in which neither x nor s 
is heard) will seem equally natural. Only teachers will be 
aware of the different spelling form for the plural; com-
pare: aux pieds, aux fenetres, aux portes. 
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Explain to class: We have two games this week. The first 
is a guessing game. Someone acts out having an ache 
some place - do you remember how Guignol in the play 
kept saying that he had a headache, then a toothache, 
then a backache? The rest of us will try to guess what it is 
and say it in French. The other game is a little bit like 
"Simon Says". 
II. LESSO.NCONTENT 
A. A GAME: CHARADES 
In this game, the person who is "it" acts out without 
speaking one of the "ailments" which Guignol suffered in 
the play of Unit 26, then calls on the others to guess. The 
first child to give the correct "ailment" in French comes to 
the front of the class and acts out another "ailment". 
The teacher is "it" first and uses the following pattern 
for demonstrating the game, then prompts the children at 
first until the pattern is established: 
T- Jouons aux charades. (Acts out toothache without 
speaking.) Maintenant, devinez. 
A child- Vous avez mal aux dents? 
T - Oui, c'est c;a. (Or: Non, ce n'est pas c;a.) 
(The first child to guess right acts out another "ailment".) 
See Scene 2 of the "play" for the complete list of 
ailments that can be used (Unit 26, B). 
B. ANOTHER GAME: "DIX" 
The object of this game, like that of our "Simon Says," 
is to "catch" the players by getting them to act on a 
38 
27 
command which is not given in the proper way. (There is 
no authentic French game corresponding to "Simon Says", 
so this version of the game has been devised in order to 
provide activity drill on commands and responses.) 
We shall demonstrate on TV, and teachers can explain 
again to their classes, that only commands preceded by 
the complete count "Un-deux-trois-quatre-cinq-six-sept-huit-
neuf-dix" are to be followed. If "it" does not count all the 
way to "dix" the command is not to be followed. In 
following out the command the child is to say what he is 
doing. As soon as possible children should be called on to 
be "it". The following are the commands and responses 
that can be used: 
Command- Fermez les yeux. 
Response - I e ferme les yeux. 
Command- Fermez la bouche. 
Response - Je ferme la bouche. 
Command - Ouvrez les yeux. 
Response - J'ouvre les yeux. 
Command- Ouvrez la bouche. 
Response -I' ouvre la bouche. 
Command- Levez-vous. 
Response - Je me leve. 
Command- Asseyez-vous. 
Response - I e m' assieds. 
Command- Levez la main/le doigtjle pied/la tete. 
Response - Je leve la main/le doigtjle pied/la tete. 
Command- Baissez la main/le doigtjle pied/la tete. 
Response - Je baisse la main/le doigtjle pied/la tete. 
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I. BEFORE THE TV LESSONS 
Pmps needed for class follow-up: For the "science-fiction" 
play, the "rocket ship" can be a large box or carton, or the 
"space-men" can simply sit on the floor holding chairs 
over their heads. For the very imaginative, some prop 
suggesting an appropriate costume for the Men from Mars, 
such as a cap or cape, may be used here and in Unit 29. 
Pictures of a farm and the animals listed in this Unit will 
be needed. 
Explain to class: This week we are going to act out a play 
about two boys who decide to play that they are Men 
from Mars. They are going to get into their space-ship and 
land on a farm. We are going to learn the names of some 
of the farm animals so that we shall be ready next week 
to see what happens when they actually do land there. 
II. LESSON CONTENT 
A. A SCIENCE-FICTION PLAY <SCENE 1 > 
Denis: A quoi on joue maintenant? 
Franc;:ois: Aux Martiens? 
Denis: Oui, c' est c;:a. Allons dans la fusee. 
(They climb into their rocket-ship.) 
Franc;:ois: Ou on va aujourd'hui? 
Denis: Dans une ferme? 
Franc;:ois: Oui, oui, dans une ferme! 
Denis: Attention! Un, deux, trois! Rrrrrrr! 
Franc;:ois: Rrrrrrr! 
B. THE FARM AND FARM ANIMALS 
1. Using pictures, the teacher points to the farm-house 
and farm animals, with the children repeating after him: 
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Voila une ferme. 
Voila un coq. 
Voila une poule. 
Voila un canard. 
Voila une vache. 
Voila un mouton. 
Voila un cheval. 
Voila un ane. 
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2. These new words can be further practiced, as time 
allows, by using the pictures and the Montrez-moi ... 
pattern, by having the children go to the blackboard and 
drawing one animal after another (see Units 13, 19, etc.), 
by having children erase one animal after another (units 
13, 20, etc.), and by questions about the color of the 
various animals. 
l. Pay careful attention to the pronunciation of Attention! 
(which can be used as a classroom command as well as 
in the count-down of a rocket ship flight). You will notice 
that in both Attention and Martien in this unit, the t has an 
s sound. 
One of the traps in acquiring a good pronunciation in a 
language like French, which has so many words that are 
identical with or closely resemble English words, is that 
almost automatically our English pronunciation habits 
will influence our pronunciation of these words in the 
other language. One of the chief reasons why a long 
period exclusively devoted to listening and speaking skills 
at the beginning of language study leads to the best 
results is that it prevents our eyes from seeing the other 
language in written form and keeps us from making this 
sort of error. 
Teachers who are using this Guide have to be aware of 
the problem and be especially careful to give authentic 
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French pronunciation to such words as Attention! Here 
are some of the words and phrases that have been used 
in the course of the year which we need to be especially 
careful in pronouncing in order not to let English speech 
habits influence us: 
madame 
le professeur 
le docteur 
De quelle couleur ... ? 
un crayon 
le bebe 
l'agent de police 
Bien sur! 
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americain 
une surprise 
une television 
j'arrive 
rna chemise 
rna robe 
rna blouse 
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Explain to class: This week we are going to find out what 
happens when the Men from Mars arrive on the farm. 
They go up to each animal and ask him who he is. Then 
they ask where the Farmer is. Nobody knows, so the Men 
from Mars say good-bye and leave for home. 
II. LESSON CONTENT 
A. A SCIENCE-FICTION PLAY <SCENE 2) 
(Continuation of the play introduced in Unit 28, A. While 
the play was introduced with only two Martians, more 
pupils can be brought in as Martians when the pattern of 
questions and answers is established.) 
Martien: 
La Vache: 
Marti en: 
La Vache: 
Qui etes-vous? 
J e suis la vache. 
Ou est le fermier? 
Meu-meu, je ne sais pas. 
Martien: Qui etes-vous? 
Le Cheval: Moi, je suis le cheval. 
Martien: Ou est le fermier? 
Le Cheval: Hi-hi, je ne sais pas. 
Martien: 
Le Mouton: 
Marti en: 
Le Mouton: 
Marti en: 
Le Coq: 
Martien: 
Le Coq: 
Qui etes-vous? 
Moi, je suis le mouton. 
Ou est le fermier? 
Be-be, je ne sais pas. 
Qui etes-vous? 
Moi, je suis le coq. 
Ou est le fermier? 
Cocorico, je ne sais pas. 
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Martien: Qui etes-vous? 
Le Canard: Moi, je suis le canard. 
Marti en: Ou est le fermier? 
Le Canard: Coin-coin-coin, je ne sais pas. 
Martien: 
La Poule: 
Martien: 
La Poule: 
Martien: 
L'Ane: 
Martien: 
L'Ane: 
Martien: 
Le Chien: 
Martien: 
Le Chien: 
Qui etes-vous? 
Moi, je suis la poule. 
Ou est le fermier? 
Cot-cot-cot, je ne sais pas. 
Qui etes-vous? 
Moi, je suis l'ane. 
Ou est le fermier? 
Hi-han, hi-han, je ne sais pas. 
Qui etes-vous? 
Moi, je suis le chien. 
Ou est le fermier? 
Oua, oua, je ne sais pas. 
Martien: Oh 10: 10:, mais ouest le fermier? 
All animals (chorus): Ah, je ne sais pas. 
Martien: Alors, au revoir tout le monde! 
All animals (chorus): Au revoir, au revoir! 
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I. SSfORE THE TV LESSONS 
Explain to class: We are going to see how all the farm 
animals that the Men from Mars talked with during their 
visit on the farm, play a trick on the Farmer's wife. They 
all want to come into the kitchen, but she is busy getting 
dinner and so she tells them to stay out in the yard. How-
ever, they all manage to slip in through the door or the 
window while her back is turned and then they surprise 
her by shouting all together. And she chases them 
out again. 
II. LESSON CONTENT 
A. 
A SKIT-- THE ANIMALS AND THE FARMER'S WIFE 
The Farmer's wife is in the kitchen singing or humming 
some of the songs that we have learned as she prepares 
dinner. The farm animals introduced in Unit 29 come up 
to the back door, each one making his characteristic 
noise, "Cocorico," "Coin, coin, coin," etc., and start to 
come in. 
The Farmer's wife (sees them and shoos them away): 
Non, restez 10:-bas. 
She returns to her work, singing. One by one the 
animals return and slip into the kitchen while her back 
is turned. They come in either by the door or the window. 
Each animal gives his cry very softly as he enters, 
whispers: 
J'ouvre la porte I Ia fenetre. 
J e ferme la porte I Ia fenetre. 
and gives his cry again, very softly. 
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When all the animals are in the kitchen and lined up, 
one or two whisper "Un, deux, trois!" and they all give 
their cries, very loud. 
The Farmer's wife jumps, turns around and sees them 
and chases them out the door saying: 
Oh, mon Dieu, mon Dieu! Allez, dehors, vite, vite! 
B. THE END OF THE YEAR 
Bonnes vacances! 
Amusez-vous bien! 
A l'annee prochaine! 
Ill. POINTS, 
1. Oh, mon Dieu, mon Dieu! is just a mild exclamation 
in French, equivalent to our "Good heavens!" or 
"Oh dear!". This is a good example of the inaccuracy 
of so-called translation: mon-my; Dieu-God; but mon 
Dieu does not mean "my God". The French expression 
is used by everyone, is acceptable in all situations, 
and is as mild as the English equivalents given above. 
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Les Cloches 
® 
1 J J l~r J I 
Or- le - ans, Beau-gen - cy, No-tre Da- me 
® I' J J I J J I J IJ J I J 
de Clti - ry, Ven - do - me, Ven - do - me. 
Savez -vous Planter 
I' 1t A J ) I J ~ J ). I J ,. J 
Sa - vez \"OUS plan-ter les choux, A 
,, ·~ J lJ Jl J v J 
mo - de, a Ia mo - de, Sa - vez \"OUS plan-ter 
) I 
choux, A Ia 
On les plante avec les pieds, 
A Ia mode ...• etc. 
On les plante avec les genoux, ete. 
avec les coudes, etc. 
J 
mo 
-
l 
de 
J l I J 
de chez nous? 
avec les mains, etr. 
avec les doigts1 etc. 
avec le nez, etc. 
avec Ia tete, etc. 
Joli Tambour 
J. :J I J. J I i J J ] I J J 
} 
Ia 
} 
les 
' 
Jo - 11 tam-bour, re - ve-nait de Ia guer - re, 
II 
I 
I 
II 
,,~ J J. 0 I J. J1 I J J J J I U OJ J I 
Jo - 1i tam-bour, re - ve-nait de Ia gue- e - e- re, 
1,~ J J IQ);.1IH JJ 1Jd2IJ I 
Plan,plan, plan, ra-ta-plan, re - ve-nait de Ia gue - e - re. 
Polichinelle 
I 4 i F 2 i# ~, I Jl2 iJ\ ~I Ji. ) i ) I J y I 
Pan, qu'est-c'qu1est Ia? C1est Po - 11 - chl-nel', Mam1- sel - le. 
I 4 ~ 2 ;t\.1 I itJ 2 ;~~)ll J. ~ ~ · , I r- I 
Pan, qu'est-c qu'est Ia? C'est Po - II - chi- nel' que v11a. 
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Jibidi, Jibida 
1'•#i n 1 car 1 o w J 1 nu 1 
Tra la la la la la la la, tra la la la Ia la 
la, Tra la la la Ia Ia Ia Ia, tra Ia Ia Ia Ia Ia 
::;::... 
::;::... u1r· ::;::... ::;::... ,. Cfl r· Cfl c -(J I J 
Ia! Ji- bi - di, Ji- bi - da, Tra la Ia la Ia 
i. ~ ~ :::>- ... ::;::... • i:.· ::;::... ::;::... ::;::... I@ 'ft r J C' I F. U I F Cf I e; EJ I J =II 
la Ia, ji- bi - di, ji- bi - da, Tra Ia la la la Ia Ia! 
This is a French dance from Brittany. A phonograph record may be ordered from: 
The Folk Dancer Record Service 
P.O. Box 201 
Flushing, Long Island, N.Y. 
Postpaid $1.75 
Directions for dancing: 
JIBIDI-JIBIDA 
Michael Herman's Folk Orchestra 
MH-1044 
Dancers (by couples) hold hands, forming a circle. Starting with left foot: 
) 1 step to the left, 1 step to the left, point, left, feet together. 
1 l 1 step to the left, 1 step to the left, point, left, feet together. 
Right heel, left heel, point (with R.) 
point (with L.) 
point (with R.) 
2 point (with L.) 
Right heel, left heel, point (with R.) 
point (with L.) 
feet together 
1 ) 1 ,step to the left, 1 step to the left, point, left, feet together l1 step to the left . . . etc. . . . etc. 
) Right heel, left heel, etc .... etc. This time, partners face each other, execute 
2a l same step as in "2", also raise each hand alternately. 
Alternate "1" and "2", then "1" and "2a" through the whole record. 
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(For Teachers' use only!) 
LESSON f6 
A. l. I am dtW«illQ my family. 
Here is my father. 
Here is my mother. 
Here is my brother/are my brothers. 
Here is my sister/are my sisters. 
Here I am. 
2. T -The whole class, draw your family. 
Cl- I am drawing my family. 
T -All right, Mary, show me your father. 
A -Here is my father. 
T -Peter, show me your mother. 
B -Here is my mother. 
T -Jean, show me your brother/your brothers. 
C -Here is my brother/here are my brothers. 
T -Alan, show me your sister/your sisters. 
D -Here is my sister/here are my sisters. 
T - And where are you, Lucy? 
E -Here I am. 
3. T -Henry. show me your brother. 
F -I don't have any brother. 
T - Robert, show me your sister. 
G- I don't have any sister. 
B. Paul: Oh, gee, it's still raining. What'll we play? 
Alan: I don't know. 
Paul: Let's look at some snapshots. 
Alan: Yes, let's. 
C. Let's count from 10 to 20: 10. 11. 12, etc. 
LESSON f7 
A. 1. T - What is this, Peter? 
A -It's my family. 
T -How mgny brothers do you have? 
A- I have 1/2/3 brother(s). (I don't have any brother.) 
T -What is his namJ!'? (What are their names?) 
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A- His name is Marcel. Or: Their names are Marcel and John/ 
Marcel. John, and Louis. 
T -How many sisters do you have? 
A- I have 1/2/3 sister(s). (I don't have any sister.) 
T -What is her name? (What are their names?) 
A- Her name is Francine. Or: Their names are Francine and 
Denise/Francine, Denise, and Marianne. 
B. Alan: What's this large snapshot? 
Paul: The whole family on a picnic. 
Alan: Oh! Where is your father? 
Paul: Here is my father. 
Alan: And where is your mother? 
Paul: Here is my mother. 
Alan: And where are you? 
Paul: Here I am. 
Alan: That little baby? 
Paul: Of. course, it's an old snapshot. 
C. This is my family. 
Here is my father. 
Here is my mother. 
Here is my brother. His name is Marcel. (Here are my brothers. 
Their names are Marcel and John/Marcel. John, and Louis.) 
Here is my sister. Her name is Francine. (Here are my sisters. 
Their names are Francine and Denise/Francine, Denise, and 
Marianne.) 
Here I am. 
LESSON 18 
A. 1. T- What is your father's name? 
A- His name is "Mr. ---." 
T- What is your mother's name? 
A- Her name is "Mrs. ---." 
T -.And whgt is your name? 
A-My name is"---." 
A
T - 1H()~~J£..9:r.e_y~u? - am -- years old. 
T -Do you have an~ brothers? 
A- Yes, I have I/21etc. Eroiher(s). 
or 
No, I don't have any brother. 
T -Do you have any sisters? 
A- Yes, I have 1/2/etc. sister(s). 
or 
No, I don't have any sister. 
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2. T -Do you have a dog? 
A- Yes, I have a dog. 
or 
No, I don't have a dog. 
T -What is his name? 
A- His name is Pompon. 
T - What color is he? 
A- He is white. 
T -Do you have a bird? 
B - Yes, I have a bird. 
or 
No, I don't have a bird. 
T -What is its name? 
B -Its name is Tui-Tui. 
T - What color is it? 
B - It is yellow. 
B. 1. Let's count from 20 to 25: 20, 21, 22, etc. 
2. How much is 20 plus 0? 
20 plus 0 is 20. 
C. Game. "The Suitcase." 
First child -I'm going on a trip. 
I'm packing my suitcase. 
I'm putting my shirt into it. 
Second child- I'm putting my shirt and pants into it. 
Third child - I'm putting my shirt, my pants, and my sweater 
into it. 
BOYS my shirt 
my pants 
my sweater 
my hat 
my §hgw 
my boots 
GIRLS 
LESSON 19 
A. 1. Here is a ~ 
Here are the walls. 
Here is the roof. 
Here is the Chlmney. 
Here is the~ 
Here is the window. 
Here is the garage. 
Here is the garden. 
Here are the~ 
Here are the flowers. 
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my dress 
my bfouse 
my skirt 
my sweater 
J.E.I.~~~" 
~:noes 
mY bOOts 
2. Let's draw a big (little) house on the blackboard. 
T - Bernard, go to the blackboard. 
A - I'm going to the blackboard. 
T - Draw the walls. 
A - I'm drawing the walls. 
T - Good. Return to your seat. 
A- I'm returning to my seat. 
T -Sit down. 
A - I'm sitting down. 
----
Draw two doors. 
Draw 2/3/4 windows, etc. 
B. 1. T -The whole class, draw your ~ (Quickly, quickly.) 
A- I'm drawing my house. 
A. 
T -Now, Liliane, show me your house. 
A -This is my house. 
T - What color is it? 
A- It is red/blue/brown/yellow/grey/green/white. 
T - What color is the chimney? 
A- It is brown/red/white. 
T -How many doors are there? 
A- There are 1/2/3 door(s). 
T -How many windows are there? 
A- There are --- windows. 
T - Is your house big? 
A- Yes, it is..l2isL.. 
or 
No, it is not big. It is small. 
T - Is your house small? 
A - Yes, it is small. 
or 
No, it is not small. It is big. 
T -Is your house red? 
A- Yes, it is red. 
or 
No, it is not red. It is white. 
LESSON 20 
Minet: Miaow, miaow! 
Mrs. Mouse: Mi-mi-mi. 
Minet: Mrs. Mouse, where are you? 
Mrs. Mouse: In my ~. 
Minet: Where is your house? 
Mrs. Mouse: Well, guess. 
Minet: . What color is the roof? 
Mrs. Mouse: It is ~ 
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Minet: 
Mrs. Mouse: 
Minet: 
Mrs. Mouse: 
Minet: 
Mrs. Mouse: 
Minet: 
And the chimney? 
It is brown. 
How many windows are there? 
There are three windows. 
How many doors are there? 
There is one·~. a big door. 
Ha. ha, a big door! Miaow, miaow! But the door 
isn't big. 
Mrs. Mouse: No, the door is small, ha-ha-ha. it's tiny. 
B. 2. T -Now, let's eraa the house. 
T - Jean, erase one wall. 
A - I'm erasing one wall. 
T - Denise. erase another wall. 
B -I'm erasing another wall. 
T - Roger. erase the chimney. 
C- I'm erasing the chimney. 
LESSON 21 
A. T - George. go to the blackboard. 
A - I'm going to the blackbOCil'd. 
T -Draw your house quickly. 
A- I'm drawing my house. 
T - Draw a bird on the roof. 
A - I'm drawing a hira._ · · 
T -Draw your mother at the window. 
A- I'm drawing my mother. 
T - Draw your father in the garage. 
A- I'm drawing my father. 
T - Do you have a sister? 
A- Yes, I do. 
T -Draw your sister at the door. 
A- I'm drawing my sister. 
T - Do you have a brother? 
A- Yes, I do. 
T -Draw your ~r in the garden. 
A- I'm drawing my broth~r. 
T -Do you h..ave a dog? 
A- Yes. I do. 
T - Draw the dog under the tree. 
A- I'm drawing the aog. 
B. T -Now, show me your father. 
A- Here he is. 
T -Show me your mother. 
A- Here she is. 
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T - ~~r~ .. --i.~ your brother? 
A- nere he is. 
T - Wh~~ .~s your sister? 
A - Here She is. 
T -Show me the bird. 
A - Here it is. 
T - Where is the dog? 
A - Here it is. 
T - Where is the cat? 
A- I don't know. 
T - Where is the fish? 
A- I don't know. 
T - Where is the rabbit? 
A- I don't know. 
C. T -Draw Mrs. Mouse's house. 
A- I'm drawing Mrs. Mouse's house. 
T -What is this house like? Is it big or little? 
A - It is little. 
T - What color is the roof? 
A- It is grey. 
T -And the chimney? 
A - It is brown. 
T - And is the door little or big? 
A -It is little/tiny. 
LESSON 22 
A. Michel: Hello? 
Paul: Hello, Michel? This is Paul. 
Michel: Good morning, Paul. How are you? 
Paul: Fine, how are you? 
Michel: Fine, thanks. 
Paul: Michel. are we going to the puppet show today? 
Michel: Yes, of course. It's Saturday. 
Paul: At what time? 
Michel: Right away. 
Paul: Good. I'll be right over. 
Michel: Hurry up. Good-bye. 
B. Let's count from 20 to 30: 20, 21, 22, etc. 
LESSON 23 
1. T- Which days do you go to school? 
A -I go to school on Mondays, Tuesdays, Wednesdays, 
Thursdays, and Fridays. 
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T - Do you go to school on Saturdays? 
A- No, I don't. 
T - Where do you go on Saturdays? 
A- I go to the movies/to the park/ on a picnic. 
2. T - At what time do you go to school? 
A - I go to school at 8 o'clock. 
T -At what time do you return home? 
A- I return home at 3 o'clock. 
3. T- What's the weather like? 
A - It is pleasant·:·-·--· - · · · 
T -Yes. Is it warm? 
A -No, it isn't warm. It is cold! 
It is pleasant. - It isn't pleasant. 
It is bad weather. -It isn't bad weather. 
It is cold. -It isn't cold. 
It is warm. -It isn't warm. 
It is raining. -It isn't raining. 
It is snowing. -It isn't snowing. 
LESSON 24 
Robert: Hello? 
Dad: Hello, Robert? This is Dad. 
Robert: Hi, Dad ... It's Dad, Jacqueline! 
Dad: Robert, are you both being good? 
Robert: Oh, yes, Dad, very good. 
Dad: Good. I have a surprise for you. 
Robert: For Jacqueline and me? 
Dad: For the whole family. 
Robert: What is it, Dad? 
Dad: It's a surprise! 
Robert: Is it a dog? 
Dad: No. 
Robert: Is it a television set? 
Dad: No. 
Robert: Is it a ping-pong set? 
Dad: No. 
Robert: But what is it then? 
Dad: It's a car. 
Robert: A new car? 
Dad: Yes. 
Robert: Great! ... Thank you, Dad. Good-bye. -Jacqueline, 
we have a new car. 
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A. 
B. 
Here is a bot. 
Here is a giL 
Here is the head. 
Here is the hau. 
Here are the eyes. 
Here is the nose. 
Here is the mouth. 
Here is the neck. 
Here is the back. 
Here are the arms. 
Here are the hands. 
Here are the legs. 
Here are the feet. 
LESSON 25 
Guignol: 
Policeman: 
Guignol: 
Oh, Oh, Oh! Hello, Mr. Policeman. 
Hello, Guignol. Are you all right? 
No, not very well. 
Policeman: 
Guignol: 
Then go to the doctor. 
Yes, I'm going right now. Oh, oh, oh! My head, 
My head! 
C. Let's count from 30 to 40: 30, 31, 32, etc. 
LESSON 26 
A. l. T - Let's draw a boy I a gir 1. 
B. 
T -MichaeL go to the blac;khoard 
A - I'm going to the blackboard. 
T - Draw the head. 
A- I'm drawing the head. 
T - Good. Return to your seat. 
A- I'm returning to my seat. 
T -Sit down. 
A- I'm sitting down. 
2. T -Now, let's erase the boy /the girl. 
T - Jean, erase the legs. 
A - I'm erasing the legs. 
Doctor: 
Guignol: 
Doctor: 
Guignol: 
Doctor: 
Guignol: 
Doctor: 
Well, what's the matter, Guignol? 
Oh, Doctor, I have a headache. 
O.K., Bang on the head. 
Oh, Doctor, I have a toothache. 
O.K., Bang on the teeth. 
Oh, Doctor, I have a backache. 
O.K., Bang on the back. 
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Guignol: 
Doctor: 
Guignol: 
Doctor: 
Guignol: 
Doctor: 
Guignol: 
Doctor: 
Guignol: 
Oh, Doctor, I have an ache in my hand. 
O.K., Bang on the hand. 
Oh, Doctor, I have an ache in my foot. 
O.K., Bang on the foot. 
Oh, Doctor, I have a stomach-ache. 
O.K., Bang on the stomach. 
Oh, Doctor, I ache all over. 
O.K., Go and lie down. 
Ouch! ouch! ouch! 
LESSON 27 
A. T- Let's play charades.- Now, guess. 
A child- You have a toothache? 
T- Yes, that's right. (Or: No, that isn't right.) 
B. Command- Close your eyes. 
A. 
Response -I close my eyes. 
Command- Close your mouth. 
Response -I close my mouth. 
Command- Open your eyes. 
Response - I open my eyes. 
Command- Open your mouth. 
Response - I open my mouth. 
Command- Get up. 
Response - I get up. 
Command- Sit down. 
Response - I sit down. 
Command Raise your hgnc;l/j~/foot/head. 
Response -1 raise my hcmd/fing~:r;/foot/head. 
Command- Lower your hand/finger/foot/head. 
Response -I lower my hand/finger/foot/head. 
LESSON 28 
Denis: What'll we play now? 
Francis: Men from Mars? 
Denis: Yes, let's. Let's get into the rocket. 
Francis: Where'll we go today? 
Denis: To a farm? 
Francis: Oh yes, to a farm. 
Denis: Ready! One, two three! Rrrrr! 
Francis: Rrrrr! 
B. Here is a farm/rooster/chicken/duck/cow /sheep/~ donkey. 
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LESSON 29 
A. Man from Mars: Who are you? 
Cow: I am the cow. 
Man from Mars: Where is the farmer? 
Cow: Moo-moo! I don't know. 
(Similarly for the horse, sheep, rooster, duck, chicken, donkey, and dog.) 
Man from Mars: Gosh, but where is the farmer? 
All animals: Oh, I don't know. 
Man from Mars: Well, goodbye, everybody. 
All animals: Goodbye, goodbye! 
LESSON 30 
A. Farmer's wife: No, stay there! 
I am opening the door /the window. 
I am closing the door/the window. 
Farmer's wife: Oh, good Heavens! Come, get out, hurry up! 
B. Have a good vacation! 
Have a good time! 
See you next year! 
SONGS 
LES CLOCHES 
(The Bells) 
The words are simply the names of four cities or towns. 
SA VEZ-VOUS PLANTER LES CHOUX 
Do you know how to plant cabbages 
The way we do it at home? 
We plant them with our feet 
The way we do it at home. 
We plant them with our knees, elbows, hands, fingers, nose, head. 
POLICHINELLE 
Bang, what's there? 
It's Polichinelle, Mam'selle. 
Bang, what's there? 
It's Polichinelle over there. 
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JOLI TAMBOUR 
Handsome drummer, 
Coming back from the war (Repeat). 
Rat-tat-tat-tat. 
Coming back from the war. 
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